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Non-academic factors significantly impact the achievement of students living in 
poverty (Ladd, 2012; Rothstein, 2010), with experts arguing for a systemic approach to 
address the complex factors associated with the growing opportunity gap (Bryk et al., 
2010; Walsh & Murphy, 2003). In response, the integrated student support (ISS) model 
has emerged as one effective school-based method (Moore et al., 2017). Notably, both 
school social workers (SSWs) and school counselors are uniquely positioned to 
implement ISS models (Olsen, 2016; Teasley & Richard, 2017).  
School social work reflects a history of working primarily within the family and 
mental health domains, utilizing community partnerships to deliver intensive 
interventions to individual, at-risk students (Kelly et al., 2015a). Meanwhile, school 
counseling reflects a history of emphasizing the academic and social-emotional domains, 
utilizing individual, whole-school prevention and early intervention (Galassi & Akos, 
2012). There is, however, little research on how these distinct professional histories 
influence systemic intervention implementation.  
Sequential explanatory mixed methods analyses examined how SSWs and school 
counselors implemented one systemic ISS model, City Connects, in high-poverty urban 
schools. Quantitative analyses examined the developmental domain (academic, mental 
health, family), intensity level (prevention/early, intensive intervention), and provider 
(school, community, Coordinator) of service referrals to determine differences depending 
  
on profession, while controlling for years of practice with City Connects and number of 
students served. Qualitative analyses bolstered quantitative findings. Post-hoc 
quantitative analyses further explored outcomes.   
Findings revealed no differences between school social workers’ and school 
counselors’ referrals across developmental domains, intensity levels, and service 
providers, irrespective of the number of years of practice and number of students served. 
Both professions believed the City Connects model increased the range of their 
responsibilities, impact on students, and satisfaction compared to their previous, more 
traditional roles. SSWs reported spending more time supporting families than school 
counselors in post-hoc analyses. Codified models of practice, like City Connects, may 
reduce potential practice differences associated with profession, develop and shift 
professional dispositions, encourage mindset shifts, and increase perceptions of increased 
impact and satisfaction.    
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Chapter 1: Introduction 
A growing body of extant literature has found that non-academic factors like 
living in poverty, limited access to resources, and exposure to crime and violence 
(Adelman & Taylor, 2011; Dearing et al., 2016; Ladd, 2012; Lee-St. John et al., 2018; 
Reardon, 2011; Walsh et al., 2014) account for a significant amount, perhaps up to two-
thirds, of the variance in student achievement, meaning that out-of-school experiences 
have a significant impact on children’s academic success (Coleman et al., 1966; Phillips, 
Brooks-Gunn, Duncan, Klebanov, & Crane, 1998; Rothstein, 2010). Poverty in particular 
is recognized as a major risk factor for toxic stress, cognitive impairment as well as 
mental and physical illness (Shonkoff & Levitt, 2010). Approximately 13.2 million 
children are poor, 70 percent of whom are children of color and 1.2 million of whom are 
homeless (Children’s Defense Fund, 2017), with 88% of teachers reporting poverty as a 
significant barrier to student learning (Communities in Schools, 2015). However, even 
with the knowledge of the deleterious effects of out-of-school factors, the achievement 
gap between children from low- and high-income families continues to grow (Adelman & 
Taylor, 2011; Ladd, 2012; Reardon, 2011; Walsh et al., 2014).  
Systems theories (i.e., bioecological systems theory, developmental systems 
theory) help elucidate the complex relationship between low socioeconomic status and 
poor educational outcomes, with important implications for interventions on how to best 
address the impact of child poverty on student success. Ultimately, holistic interventions 
targeting multiple domains throughout the lifespan and seeking to change contextual 
factors can positively shift developmental trajectories. It can be posited that, when 
interventions are tailored and comprehensive, positive developmental change can be 
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enacted by addressing the unique and complex strengths and risks of children living in 
poverty.  
Integrated Student Supports 
It is widely argued that schools need a systemic approach to close the opportunity 
achievement gap for students living in poverty (Bryk, Sebring, Allensworth, Luppescu, & 
Easton, 2010; Walsh & Murphy, 2003), with recent education reform legislation like the 
Every Student Succeeds Act of 2015 calling for more evidence-based interventions to 
protect this vulnerable population of children. In line with developmental systems 
theories noting the complexity and impact of out-of-school factors and a need to consider 
family, school, and community factors, specific strategies to address out-of-school 
challenges have emerged. One of these theory- and evidence-based strategies is 
generically called “integrated student support (ISS) models.” ISS models have emerged 
as a method to provide supports that target multiple systems in a child’s life (e.g., school, 
community, and home) to address the academic and non-academic barriers to student 
achievement (Moore et al., 2017). ISS models are integrated within high-poverty schools 
and utilize a variety of assessments, data tracking, collaboration, and community 
partnerships to address the multiple risk factors that low-income students face (Moore et 
al., 2017). This approach of systemically addressing non-academic needs has 
demonstrated positive impacts on student academic achievement (Moore et al., 2017).  
ISS and the Role of School Social Workers and School Counselors 
School social workers and school counselors have played critical roles in the 
implementation of systemic and comprehensive student support models to address the 
needs of students, especially those from disadvantaged and low socio-economic 
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backgrounds (Olsen, 2016; Teasley & Richard, 2017). With challenges like 
abuse/neglect, mental illness, school violence, substance use, and drop-out rates 
increasing steadily for students in the United States and having a significant impact on 
academic achievement (Children’s Defense Fund, 2017; Sorrell, Duhon-Ross & Sells, 
2000; Tolan & Dodge, 2005), the need for school counselors and school social workers to 
enact effective, systemic interventions is imperative. Additionally, given their rigorous 
graduate-level training, and knowledge of child development, family and school systems, 
school counselors and school social workers are in especially critical positions to enact 
these effective, holistic intervention and prevention efforts (Anastas & Clark, 2012; Steen 
& Noguera 2010). Both professions have adopted multi-tiered systems of support 
(MTSS) frameworks (Olsen, 2016) in their respective practice models (Anastas & Clark, 
2012; ASCA, 2014), and their school-based access to all students places them in key 
positions to implement MTSS interventions to address the academic and non-academic 
barriers to student success (Anastas & Clark, 2012; Steen & Noguera 2010).  
However, though SSWs and school counselors play a pivotal role in the 
implementation of school-based ISS interventions, very few studies directly compare 
their professions and implementation practices (Franklin et al., 2009; Rubin & Parrish, 
2012). The majority of the studies are limited to surveying the discrepancy between self-
reported actual and perceived practices, examining school- and student-level outcomes, 
or identifying common practices across ISS models (Franklin et al., 2009; Moore et al., 
2017). This dissertation provides a unique opportunity to examine how two distinct 
professions (i.e., school social workers and school counselors) may implement an 
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identical evidence-based and comprehensive student support intervention, City Connects, 
differently. 
The City Connects Intervention 
Implemented in several major cities across the United States, City Connects is one 
example of an evidence-based integrated student support model that is primarily 
implemented by Coordinators who are master’s-level trained and licensed school 
counselors and/or school social workers. Striving to reduce academic and non-academic 
barriers to student success, the Coordinator is placed in each school and meets with 
teachers at the beginning of each academic year to assess every student’s strengths and 
needs in order to develop an individualized and tailored plan of comprehensive services 
(Walsh et al., 2014). Positive impacts of the intervention on student achievement and 
thriving have been established (Walsh & Backe, 2013; Walsh et al., 2014). More 
specifically, these Coordinators collaborate with local community agencies in low-
income neighborhoods, locate appropriate services, contact families with these resources, 
follow up with teachers at least two times before the end of the academic year, and track 
and monitor student progress. Furthermore, Coordinators work with a wider team of 
school staff to individually review and provide additional supports to students identified 
as having more intensive needs. One would expect, however, based on their distinct 
histories and training, that there would be differences in how school social workers and 
school counselors implement a specific intervention – i.e., City Connects - in practice.  
Brief Overview of School Social Work and School Counseling 
Historically, the profession of social work began more clinically, focusing on the 
causes of maladaptive student behaviors and linking home and school, with specific tasks 
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in out-of-school agency referrals and casework management (Agresta, 2004; Humes & 
Hohenshil, 1987). Meanwhile, the profession of school counseling began as a vocational 
guidance movement before shifting to psychological adjustment and personal problems, 
focusing more on academic scheduling and development or on consulting with 
administrators and teachers, and less on individual and group counseling (Agresta, 2004). 
While school social workers focused on identifying and working with individual students 
in crisis through leveraging community services and through clinical and social casework 
(Dupper et al., 2014; Phillippo, Kelly, Shayman & Frey, 2017), school counselors 
focused on helping guide students to vocational and academic success through vocational 
and education guidance and systemic programming (Agresta, 2004; Humes & Hohenshil, 
1987).  
When examining current practices, SSW places a particular emphasis on the 
delivery of behavioral and mental health services to individual, at-risk students by 
building access to and communication between home, school, and community services 
(Kelly, 2015a), while school counseling highlights the need for comprehensive care 
across developmental domains (ASCA, 2014). The majority of studies also report that 
SSWs continue to have a more clinical and individualized student focus, despite major 
trend shifts towards a holistic approach (Peckover et al., 2013). On the other hand, school 
counselors have a more comprehensive student support focus with a continued emphasis 
on academic development and outcomes (Goodman-Scott, 2015). Regarding impact, 
some studies suggest SSWs had a moderate impact on decreasing internalizing behaviors 
and less so on decreasing externalizing behaviors and improving academic outcomes 
(Stone, 2015), while school counselors have a moderate impact on increasing academic 
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outcomes and decreasing behavioral concerns (i.e., attendance, suspension and 
graduation rates, truancy, etc.) (Carey & Dimmit, 2012; Hurwitz & Howell, 2014).  
In summary, brief historical and current analyses reveal preliminary differences 
between school social workers and school counselors, which may indicate differences in 
how school social workers and school counselors implement integrated student support 
models in their current practices. Though both fields are currently in the midst of a 
paradigm shift from their reactive and domain-specific approaches towards 
comprehensive, preventative and holistic student support utilizing evidence-based and 
accountability MTSS practices (Kelly et al., 2015a; Olsen, 2016), the literature shows 
minimal changes in reported roles and tasks (Galassi & Akos, 2012; Phillippo et al., 
2017). Both professions appear to have struggled to align their practices with the many 
transitions their respective fields have experienced, resulting in a continuation of roles 
that reflect their respective historical origins (Galassi & Akos, 2012; Phillippo et al., 
2017). 
Present Study 
To summarize, a systemic, evidence-, and theory-based approach is necessary to 
address the complex negative impacts of poverty and to close the widening achievement 
gap between low- and high-SES students. Integrated student support models have 
emerged as key frameworks that harness the understanding of developmental systems 
theories to address out-of-school factors that impede student success. School social 
workers and school counselors have played critical roles in the implementation of 
comprehensive student support models like ISS to address the needs of students, 
especially those from disadvantaged and low socio-economic backgrounds. One would 
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expect, based on their distinct histories, trainings, and research on their effectiveness in 
schools, that there would be differences in how these two professions implement these 
models.  
This study presents a unique opportunity to analyze the similarities and 
differences in how school social workers and school counselors – with somewhat 
overlapping yet significant differences in recommended practices – implement a 
comprehensive ISS model and carry out a single prescribed and theoretically-guided 
practice with identical training, responsibilities, and duties. The City Connects 
intervention provides the framework of a comprehensive model that utilizes both school 
counselors and school social workers, allowing for a direct examination of how 
profession and training may impact the implementation of theoretically-guided practices 
for student support in high-poverty, urban districts. The present study will thus utilize a 
sequential explanatory mixed method design to explore the following core research 
question: How is Coordinator profession (e.g., school social worker, school counselor) 
related to actual intervention implementation (e.g., referring students to services, 
delivering and tailoring supports and services, assessing and identifying student strengths 
and needs, and collaborating with community partners and families), as well as 
perceptions of intervention implementation?  
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Chapter 2: Literature Review  
 This chapter will begin by exploring the negative impact of out-of-school factors 
like poverty on student success and how these students’ needs may be more effectively 
addressed through the implementation of comprehensive student support models (e.g., 
integrated student supports – ISS). Second, the role of school social workers and school 
counselors in carrying out ISS models will be examined, as both professions are currently 
emphasizing the integration of comprehensive student support models into their daily 
practices and are also uniquely trained to provide school-based student support. The 
majority of this review will be utilized to understand how the historical evolution of, and 
research on, these two distinct student support professions impact the implementation of 
an identical systemic practice, and will investigate in-depth: (1) the respective histories of 
the school social work and the school counseling professions, (2) the current roles, 
standards, and recommended practices of school social workers and school counselors, 
and (3) the overlap and differences between the historical and current roles of both 
professions.    
Child Poverty and the Impact of Out-of-School Factors 
Non-academic factors such as living in poverty, limited access to resources, and 
exposure to crime and violence have been shown to significantly affect student 
achievement and success (Adelman & Taylor, 2011; Dearing et al., 2016; Ladd, 2012; 
Lee St. John et al., 2018; Reardon, 2011; Walsh et al., 2014). A growing number of 
extant literature has found that these non-academic factors account for up to two-thirds of 
the variance in student achievement, meaning that children’s out-of-school lives have a 
significant impact on their academic success (Coleman et al., 1966; Phillips, Brooks-
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Gunn, Duncan, Klebanov, & Crane, 1998; Rothstein, 2010). This is especially concerning 
considering that children and adolescents in America are currently facing issues 
including, but not limited to, increasing rates of teen pregnancy, substance use, violence 
and assault, and school drop-out (Sorrell et al., 2000). Regarding child welfare, 1,854 
children are abused or neglected each day, and approximately 20% of youth meet 
diagnostic criteria for a psychiatric disorder with less than a quarter of those actually 
receiving services and support (Tolan & Dodge, 2005).  
Poverty in particular is a pervasive and persistent contextual stressor that has 
numerous deleterious effects on children’s development (Adelman & Taylor, 2011; Ladd, 
2012; Reardon, 2011; Walsh et al., 2014), self-regulatory functioning (Dearing et al., 
2016), and student learning, health, and behavior (Shonkoff & Levitt, 2010). 
Approximately 13.2 million children are poor, 70 percent of whom are children of color, 
and 1.2 million of whom are homeless (Children’s Defense Fund, 2017), with 88% of 
teachers reporting poverty as a significant barrier to student learning (Communities in 
Schools, 2015). However, though poverty is recognized as a major risk factor for toxic 
stress, cognitive impairment, and mental and physical illness (Shonkoff & Levitt, 2010), 
the achievement gap between children from low- and high-income families continues to 
grow (Adelman & Taylor, 2011; Ladd, 2012; Reardon, 2011; Walsh et al., 2014). Even 
with the knowledge of the deleterious effects of out-of-school factors like poverty, it has 
been broadly agreed that current attempts at education reform continue to fail because 
they focus primarily on student risk and on academic factors (e.g., revising curricula, 
improving teacher quality, assessing only academic needs and strengths) (Moore et al., 
2017; Walsh & Backe, 2013).  
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Theoretical Framework 
Bioecological systems theory and developmental systems theory help elucidate 
the complex relationship between low socioeconomic status and poor educational 
outcomes, with important implications for how interventions can best address child 
poverty and its impact on student success. These theories suggest unique, transactional 
interactions between children and their environments (Sameroff, 2009), in that 
experiences in one context impact other contexts (Bronfenbrenner, 2005; Ford & Lerner, 
1992) and no two developmental trajectories are the same (Cicchetti & Sroufe, 2000). 
Systems theories can help policymakers and researchers effectively mitigate the negative 
consequences of out-of-school factors on student achievement by considering both the 
strengths and risks that children experience in their family, school, and/or neighborhood 
contexts.  
In particular, Urie Bronfenbrenner’s bioecological systems theory helps to better 
understand and thus address the effects of poverty on children and adolescents. The 
bioecological systems theory emphasizes how development occurs through the 
bidirectional interactions and influences of the many environments that surround the 
individual (Bronfenbrenner, 2005). Of particular importance are the five distinct systems 
or environments that act as contexts of development (Bronfenbrenner, 2005). These 
systems consist of the child’s immediate and direct environments, such as family and 
schools, as well as the individual’s broader and indirect environments, such as culture, 
community, and time (Bronfenbrenner, 2005). The child influences and is influenced by 
the many environments present in their lives (Sameroff, 2009); some examples of this 
include the many ways in which parental unemployment, homelessness, or lack of access 
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to transportation or food may impact the child’s ability to emotionally self-regulate, pay 
attention, or attend or stay awake in school. Approaching children living in poverty from 
this comprehensive and developmental approach is helpful when considering the multiple 
risk factors associated with low socioeconomic status and child development.  
Additionally, Ford and Lerner’s developmental systems theory (1992) further 
helps professionals better attend to the whole child and the out-of-school factors that 
impact student success. Based heavily off of ecological systems theory and Gilbert 
Gottlieb’s concept of probabilistic epigenesis, two critical concepts include epigenesis 
and the dynamic process of development (Ford & Lerner, 1992; Griffiths & Hochman, 
2015; Griffiths & Tabbery, 2013). First, epigenesis takes into consideration how 
developmental outcomes are the result of the interactions between the individual and their 
context, and this interaction is the result of earlier stages of development (Ford & Lerner, 
1992; Griffiths & Hochman, 2015; Griffiths & Tabbery, 2013). Second, development is a 
dynamic process in that development in any given stage builds off of development from 
previous stages (Ford & Lerner, 1992; Griffiths & Tabbery, 2013); recognizing the 
bidirectionality of interactions, both the individual and their context are impacted by the 
other (Griffiths & Tabbery, 2013; Sameroff, 2009). Interventions seeking to effectively 
address the negative impacts of low socio-economic status on student achievement must 
consider various aspects of developmental systems, such as the child’s age during, timing 
of, and duration of exposure to poverty (Costello, 2016). All of these factors influence 
and advocate for appropriate levels of intervention as opposed to universal interventions, 
and help justify and determine the need for early or intensive intervention in cases where 
prevention efforts are insufficient (Costello, 2016).  
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Expanding upon more of the core principles of development includes how 
development: is impacted by context, occurs on multiple levels, occurs across the 
lifespan, and is affected by resilience and vulnerability (Lerner & Castellino, 2002; 
Walsh, Galassi, Murphy & Park, 2002). First, echoing bioecological systems theory, 
development is significantly impacted by contextual factors like neighborhood and 
community, family life, school, and culture (Bronfenbrenner, 2005; Walsh et al., 2002; 
Werner, 1967). Interventions should thus utilize a systems approach and work closely 
with key stakeholders across the multiple environments the child resides within to effect 
positive change. Second, a multilevel approach to development embraces the concept of 
biopsychosocial development and the interdependence of these three levels (Cicchetti, 
2016; Walsh et al., 2002), and bolsters the call for comprehensive interventions that seek 
change across multiple developmental domains. Third, the life-span approach to 
development emphasizes the importance and continuity of child and adult development 
(Cicchetti, 2016; Walsh et al., 2002), which is in line with Masten and Tellegen’s (2012) 
finding that developmental outcomes shift dramatically in the transition from adolescence 
to young adulthood. This principle emphasizes a need for a tailored and individualized 
method that accounts for developmental stage. Lastly, resilience and vulnerability also 
affect developmental processes; though individuals may demonstrate great resilience, the 
presence of risk factors and the absence of protective factors can make individuals more 
vulnerable to the development of psychopathology (Masten, 2014; Sroufe, 2013), which 
makes a strong argument for interventions that target both promoting resilience and 
reducing vulnerability.  
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The bioecological and developmental systems theories provide much needed 
insight on how to best support children living in poverty. Effective interventions for 
children and adolescents should be tailored, adaptable, evidence-based, and account for 
strengths and needs across domains and intensity levels (Malti, Noam, Beelmann, & 
Sommer, 2016). Children also require multilevel interventions that consider contextual 
systems (e.g., community, families, schools), service characteristics (e.g., type, modality, 
availability, effectiveness), and provider characteristics (e.g., implementors) (Ghate, 
2016). When interventions understand and harness the complexity of development, 
healthy development can be facilitated in innumerable ways (Sameroff, 2009). Positive 
changes in one environment can catalyze positive changes in another environment and, 
with the child playing an active role, contribute to the continuation of positive and 
lifelong, dynamic interactions (Sameroff, 2009). Indeed, Werner’s (1967) orthogenetic 
principle provides uni-directional movement to development, where all development 
moves towards growth, from rigid to flexible, from lability to stability, from syncretic to 
discrete, and from diffuse to articulate. Ultimately, holistic interventions that seek to 
change contextual or individual factors can positively shift developmental trajectories 
(Werner, 1967). It can be posited that, when interventions are tailored and 
comprehensive, positive developmental change can be enacted by addressing students’ 
unique and complex strengths and risks.  
Integrated Student Support Models 
It is imperative to address the significant impact of out-of-school, contextual 
factors on the widening achievement gap between high- and low-income students. Recent 
education reform legislation, including the Every Student Succeeds Act of 2015, calls for 
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more evidence-based interventions to protect disadvantaged students with high levels of 
need. One of the identified ways to do this is by bridging the gap between families, 
schools, and communities, and connecting them in a systemic fashion. In line with 
contextual and developmental systems theories noting the complexity and impact of out-
of-school factors, specific evidence-based strategies to address out-of-school challenges 
have emerged. One of these strategies is generically called “integrated student support 
(ISS) models.” ISS has emerged as a method to provide supports that target multiple 
systems in a child’s life (e.g., school, community, and home) to address the academic and 
non-academic barriers to student achievement (Moore et al., 2017). ISS models are also 
commonly referred to as “wraparound supports” and “community schools” (Moore et al., 
2017), and are defined as “a school-based approach to promoting students’ academic 
achievement and educational attainment by coordinating a seamless system of 
wraparound supports for the child, the family, and schools, to target students’ academic 
and nonacademic barriers to learning” (Moore et al., 2014).  
The core components of ISS models include: assessing student needs, 
coordinating and managing community partnerships and supports, integrating within 
schools, and tracking data to evaluate progress (Moore et al., 2017). These common 
elements are substantiated by empirical evidence that has found that systemic, 
comprehensive interventions that are universal, individualized, coordinated, integrated, 
and cost-effective have positive effects on student outcomes (Walsh & Backe, 2013; 
Walsh et al., 2014). Additionally, all ISS models take place in schools (Moore et al., 
2017), which are particularly appropriate settings to implement a wide variety of 
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interventions that can both directly and indirectly address the multiple risk factors 
associated with children living in poverty.  
Though many ISS models currently implemented vary from each other, overall 
evaluation studies of 19 different ISS models have demonstrated promising positive 
outcomes (Moore et al., 2017). When looking more specifically, individual evaluation 
studies of ISS models (e.g., City Connects, Harlem Children’s Zone, Communities in 
School) reveal positive impacts on various student outcomes (e.g., attendance, test scores, 
GPA, grades, graduation rates) (Moore et al., 2017). ISS models have also been shown to 
have strong returns on investment for participating schools, and predict increased 
estimated incomes for individuals as a result of higher math scores and graduation rates, 
and lower incarceration and teen pregnancy rates (Moore et al., 2017). ISS interventions 
are thus associated with numerous positive outcomes that are grounded in the literature 
and present a real opportunity to help support students in a holistic and systemic manner.  
ISS and the Role of School Social Workers and School Counselors 
It is widely argued that schools cannot close the achievement gap without a 
systemic approach to addressing out-of-school challenges (Bryk et al., 2010; Walsh & 
Murphy, 2003). School social workers and school counselors are currently playing key 
roles in the implementation of systemic and comprehensive student support models to 
address the needs of students, especially those from disadvantaged and low socio-
economic backgrounds. Current national trends in education, psychology, and policy 
research in both professions also reflect research that aligns with ISS models and 
suggests that systemic, holistic models improve not only academic outcomes, but also 
school climate, safety, and mental health supports for students (Cowan, Vaillancourt, 
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Rossen, & Pollitt, 2013). Policy makers and educational researchers are now emphasizing 
a multi-tiered system of support (MTSS) framework to best address the diverse academic 
and behavioral needs of students through data-informed and systems-oriented 
interventions (Olsen, 2016). An MTSS framework screens all students each school year 
and identifies each student’s tier (Tier 1-Whole Class, Tier 2-Small Group Interventions, 
Tier 3-Intensive, Individualized Support) to provide targeted, evidence-based, “whole 
child” supports (MTSS: What you need to know, n.d.). Both school social work and 
school counseling are currently emphasizing the provision of comprehensive care to 
students to effect widespread, systemic change. In fact, school social workers and school 
counselors have already adopted MTSS language and frameworks in their practice 
models to address the rising needs of students (Olsen, 2016; Teasley & Richard, 2017).  
School counselors’ and school social workers’ (SSW) professional roles in 
schools afford them critical leeway to implement ISS models and provide community- 
and school-based supports to each child and family. Their rigorous graduate-level 
training, and knowledge of child development, family, and school systems place them in 
especially critical positions to enact these effective, holistic intervention and prevention 
efforts that address the academic and non-academic barriers to student success (Anastas 
& Clark, 2012; Steen & Noguera 2010). Their school-based access to all students places 
school counselors and school social workers in especially critical positions to assess, 
identify, and enact these effective, holistic intervention and prevention efforts (Anastas & 
Clark, 2012; Steen & Noguera 2010), as all ISS models are integrated within schools 
(Moore et al., 2017). Moreover, both professions have also been shown to have positive 
impacts on specific student outcomes (Carey & Dimmit, 2012; Franklin, Kim & Tripodi, 
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2009; Hurwitz & Howell, 2014; Olsen, 2016; Stone, 2015); implementing ISS models 
has the potential to increase both fields’ impact as they more comprehensively support 
student needs.  
However, despite the push for and research on the positive outcomes of evidence-
based, wraparound and systemic care for students, school social workers and school 
counselors continue to struggle to integrate comprehensive student support models into 
their daily practices (Galassi & Akos, 2012; Kelly et al., 2015a). Additionally, although 
SSWs and school counselors play a pivotal role in the implementation of school-based 
integrated student support interventions, very few studies compare their professions and 
implementation practices (Franklin et al., 2009; Rubin & Parrish, 2012). In fact, existing 
ISS, school counseling, and school social work studies are either survey-based or limited 
to exploring school-and student-level outcomes or identifying common practices across 
ISS interventions (Franklin et al., 2009; Moore et al., 2017). Furthermore, very few 
studies seek to qualitatively understand how school counselors and school social workers 
perceive their roles or the discrepancy between their expected and actual practices 
(Franklin et al., 2009), with little research that directly compares school social worker 
and school counselor history, practice, and roles (Rubin & Parrish, 2012).  
The City Connects Intervention 
With school socials workers and school counselors playing key roles in 
implementing evidence-based comprehensive student support interventions in schools, 
the present study seeks to fill the gap in the dearth of research that directly compares 
school social worker and school counselor roles (Rubin & Parrish, 2012). City Connects 
is one example of an evidence-based integrated student support model that is primarily 
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implemented by master’s level school social workers or school counselors. A 
Coordinator, or master’s level school counselor or school social worker, is placed in a 
school to assess each student’s holistic strengths and needs and subsequently connects 
students to a tailored, comprehensive set of services (Walsh et al., 2014). Implemented in 
several major cities across the United States, City Connects aims to reduce the academic 
and non-academic barriers to student success by collaborating with local community 
agencies in low-income neighborhoods (City Connects, 2016). Based off important 
developmental principles and aligning with current education trends and practice 
standards, the City Connects model is systemic, comprehensive, coordinated, cost-
effective, continuously measured, and meets the needs of all students in the school.  
This study presents a unique opportunity to analyze the similarities and 
differences in how school social workers and school counselors – with somewhat 
overlapping yet significant differences in recommended practices – implement a 
comprehensive ISS model and carry out a single prescribed and theoretically-guided 
practice with identical training, responsibilities, and duties. One would expect, based on 
their distinct histories and trainings that there would be differences in how school social 
workers and school counselors implement these models. To thoroughly understand how 
these two professions can more effectively and efficiently implement integrated student 
support models and promote student success and positive outcomes, it is critical to 
examine their different training backgrounds, professional standards, and current 
practices. In order to do this, an in-depth understanding of how both professions have 
evolved and how their respective trajectories have led them to current student support 
practices is warranted.  
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Practice, Roles, and Standards 
In this next section on the evolution and current state of both fields, the roles, 
standards and practices of school social workers and school counselors will be discussed. 
To clarify, practices are the actual work or performance that individuals carry out daily as 
part of their professional roles (Green, 2009). Roles may be referred to as the social 
position or expectations for behavior that are typically attributed by others to a group of 
individuals that share a common identity (Biddle, 2013). Standards, on the other hand, 
are typically developed and backed by professional organizations and formalize roles and 
practices in writing by describing necessary knowledge, attitudes, and skills (ASCA, 
2019b), or representing the highest guidelines for work that are expected to be maintained 
(NASW, 2010).  
The Historical Evolution of the School Social Work Profession 
An overview of the history of school social work from the early 1900s through the 
current state of the field makes clear that the profession underwent five major transitions: 
(1) 1906-1920, individual social casework to address problematic behaviors, (2) 1920-
1940, individual clinical diagnosis and treatment catalyzed by the broader mental hygiene 
movement, (3) 1940-1970, continued individual case management for psychological 
maladjustment and socioemotional functioning, (4) 1970s, expansion to special education 
and the development of formal practice models, and (5) 1980s-present, emphasis on 
social-emotional functioning and an ecological, comprehensive framework. Throughout 
these transitions, school social work kept its emphasis on providing individual case 
management and serving as the point of connection between families, schools, and 
communities. 
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1906-1920: Visiting Teachers and Individual Casework for Problematic Behaviors 
The origins of the subspecialty of school social work can be traced back to the 
field of social work in the United States, which began in the early 20th century during the 
Progressive Era (1900-1950) (McNutt, 2008; Ruth & Wyatt Marshall, 2017). The works 
of Jane Addams and the Settlement House Movement, in particular, sought to address the 
urbanization and industrialization needs of vulnerable populations and the negative 
impacts of poverty, with Addams focusing specifically on child labor and immigration 
(Addams, 1910; McNutt, 2008; Ruth & Wyatt Marshall, 2017). Specifically, the 
Settlement House Movement increased social workers’ recognition of the need for 
education to align with the present and future goals and needs of children (Allen-Meares, 
2007; Lee Shaffer & Fisher, 2017). Clinical casework and macro social work 
(community-oriented social work) became the primary methods implemented by the 
social worker as the profession developed to address issues related to poverty, 
immigration, and child labor (Ruth & Wyatt Marshall, 2017). When the field faced 
significant criticism related to the legitimacy of the profession during this nascent stage 
(McNutt, 2008; Ruth & Wyatt Marshall, 2017), the formation of specialties helped 
legitimize the field through the development of methodologies, professional 
organizations, and practice standards (McNutt, 2008). 
School social work is one such specialty of social work that emerged 
simultaneously in 1906 in New York, Boston, Hartford (Allen-Meares, 2007) and 
Chicago (Lee Shaffer & Fisher, 2017), and began as an outcome of compulsory 
attendance laws (Constable, 2016; Lee Shaffer & Fisher, 2017; Phillippo & Blosser, 
2013; Richard & Villareal Sosa, 2014). With all children now mandated to attend 
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schools, the sudden influx of diverse student populations and needs posed unique 
challenges that schools were not equipped to handle (Phillippo & Blosser, 2013; Richard 
& Villareal Sosa, 2014). In response, education reformers during the Progressive Era 
(1900-1950) recognized the impact of families and communities on academic and 
behavioral challenges in school (Gherardi, 2017). To address the societal, out-of-school 
factors that impeded positive student outcomes and to keep better track of individual 
students, community-based and -funded social workers – referred to as “visiting teachers” 
– were brought into schools (Constable, 2016; Costin, 1969b).  
During the early 1900’s, schools defined the school social work role as one of 
home-school-community liaison (Constable, 2016). In this role, visiting teachers 
emphasized social casework (Kelly et al., 2015b) and focused on addressing problematic 
behaviors and attendance through bridging the gap between parents, students, and the 
community to increase service utilization (Allen-Meares, 2007; Phillippo & Blosser, 
2013). As liaisons, visiting teachers’ roles consisted of having “[…] a thorough 
understanding and specialized treatment of each individual case. It means also knowledge 
of such social agencies as the community may have provided and resourcefulness in 
utilizing those agencies.” (Abbott & Breckinridge, 1917, p. 228). This initial model of 
school social work practice focused on service delivery to individual students as a means 
of promoting student success (Gherardi, 2017). When examining visiting teachers’ work 
in 1913, researchers found that 24.6% of their caseload consisted of student needs 
associated with school maladjustment, 19.6% with health issues, and 19.7% with 
financial difficulties (Abbott & Breckinridge, 1917).  
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The formal integration of visiting teachers into special school departments in 
1913 further cemented their home-school-community liaison role and status within 
schools (Allen-Meares, 2007; Lee Shaffer & Fisher, 2017). In 1916, the school social 
worker role was defined as: 
Interpreting to the school the child’s out-of-school life; supplementing the 
teacher’s knowledge of the child…so that she may be able to teach the whole 
child…assisting the school to know the life of a neighborhood, in order that it 
may train the children for the life to which they look forward. Secondly, the 
visiting teacher interprets to the parents the demands of the school and explains 
the particular difficulties and needs of the child. (Culbert, 1916, p. 595)  
Origins of a National Association  
The creation of a national association for school social work in 1919 gave further 
credence to SSW’s reputation and standing (Lee Shaffer & Fisher, 2017). Originally 
called the National Association of Visiting Teachers (1919-1929), the organization was 
later known as the American Association of Visiting Teachers (1929-1942) and then the 
American Association of School Social Workers (1942-1945) (Lee Shaffer & Fisher, 
2017). In 1945, the organization was called the National Association of School Social 
Workers (NASSW) before it eventually merged with seven other social work specialties 
into the National Association of Social Work (NASW) in 1955 (Lee Shaffer & Fisher, 
2017; Phillippo & Blosser, 2013). The NASW would later provide critical guidance to 
school social workers as they strived to further legitimize and delineate their profession, 
as well as in the development of guidelines for their roles and responsibilities.  
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1920-1940: Clinical Case Management  
The mental hygiene movement, which began in 1908 and was founded by former 
psychiatric patient Clifford Beers (Bridges, 1928) and psychiatrist Adolf Meyer (Grob, 
1983), had a profound impact on the SSW profession. Proponents of the mental hygiene 
movement, “mental hygienists”, highlighted mental illness as one of the most serious 
social issues of this period and worked to improve attitudes towards and treatment for 
individuals with mental illness through mental health prevention and promotion efforts 
(Bridges, 1928; Grob, 1983). In the 1920s, this movement transformed the role of the 
visiting teacher to one that involved clinically diagnosing and treating individual children 
(Allen-Meares, 2007), as schools were now seen as key locations to prevent the 
development of childhood maladjustment and juvenile delinquency (Cohen, 1983; Costin 
1969b). Additionally, “the increasing recognition of individual differences among 
children and interest on the part of the mental hygienists in understanding behavior 
problems led to an effort on the part of visiting teachers to develop techniques for the 
prevention of social maladjustments” (Costin, 1969b, p. 444). Mental hygienists and 
visiting teachers in the 1920s thus focused on individual students’ personal adjustment 
(Taft, 1923) and the important role of context on the development of and treatment for 
mental illness (Bridges, 1928; Grob, 1983).  
Visiting Teacher Standards 
The 1925 standards for visiting teachers during this time included: (1) a 
bachelor’s degree or teaching certificate, (2) one year of casework theory and practice 
coursework from a recognized school or two years of supervised training at a recognized 
social casework agency, (3) minimum of 1-year teaching and 1-year practice experience, 
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or 1 year of visiting teacher experience (Culbert, 1930). With standards so ambiguous 
and relying heavily on an apprenticeship model as opposed to formalized training, 
visiting teachers gathered in 1929 at the Millford Conference and clarified the practice of 
the visiting teacher as one of individualized casework (Constable, 2016). Importantly, the 
emphasis on casework and visiting teacher experience continued throughout the 
standards, with SSW continuing to emphasize working individually with students and the 
role of home-school-community liaison.  
Continued Individual Clinical Case Management 
In the 1930s, funding issues due to the Great Depression resulted in an emphasis 
on addressing the more pressing immediate and acute needs of preventing and treating 
psychological maladjustment and mental health (Areson, 1923; Phillippo & Blosser, 
2013). School social workers also responded to the economic decline by reverting to their 
previous, more reactive roles as relief workers, doing their best to ensure students 
received services that provided for their basic needs (Lee Shaffer & Fisher, 2017). 
Throughout this shift, “the principal activity in school social work continued to be home-
school-community liaison” (Costin, 1969b, p.443), with visiting teachers focusing on 
strengthening the connection between an individual child’s direct contexts as opposed to 
counseling or interacting directly with the child in a one-to-one relationship 
(Oppenheimer, 1925). In summary, though the focus of the visiting teacher may have 
changed in the 1920s and 1930s from an ecological perspective of addressing truancy and 
school behaviors to a more clinical approach of addressing the mental wellbeing of 
individual students, visiting teachers continued to use the home-school-community 
connection as the means to do so.  
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1940-1970: Social Casework 
The 1940s-1960s saw a continuation in the shift to a clinical focus on child and 
adolescent pathology and emotional disturbance (Allen-Meares, 2007; Constable, 2016; 
Hall, 1936). During the 1940s and 1950s, the term “visiting teacher” was replaced with 
“school social worker” (Agresta, 2004). Social casework during this time involved 
supporting individual student’s personal adjustment by increasing his or her utilization of 
school resources (Alderson, 1952). School social workers were no longer concentrated on 
longer-term community or school change and conditions, and instead continued to 
collaborate with families and teachers to support specific students (Alderson, 1952; 
Allen-Meares, 2007; Auerbach, 1955; Braunstein, 1959; Lee Shaffer & Fisher, 2017). 
School social workers were particularly interested in detecting and working with children 
with emotional disturbances (Alderson, 1952; Allen-Meares, 2007; Poole, 1949; 
Sikemma, 1949), and helping them reach their full potentials primarily through social 
casework (Alderson, 1952; Allen-Meares, 2007; Auerbach, 1955; Braunstein, 1959; Lee 
Shaffer & Fisher, 2017). As one review of school social work practice stated,  
If the literature of the period correctly reflects its practice, then a transition was 
fully completed from the earlier focus on school and neighborhood conditions and 
social change to a clinical orientation in relation to the personality needs of the 
individual school child. (Costin, 1969b, p. 446) 
The mental hygiene movement’s sole focus on the child as the source and cause 
of problem behaviors was re-conceptualized by Florence Pool, who called for school 
social workers to understand the interplay between child and context in order to best help 
the child (Constable, 2016). This strengthened the emphasis on individualized and 
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intensive assessment, diagnosis, and treatment for students at risk of failure and started 
the movement away from the historical role of liaison between community, school, and 
home (Allen-Meares, 2006; Constable, 2016).  
In the 1960s, school social work was viewed as:  
[…] an interprofessional approach to understanding and providing help, within 
the program of the school, for children who are having difficulties in using the 
resources of the schools effectively. The purpose of the service is to help the child 
with current difficulties and to prevent the development of serious breakdown, of 
service which schools use to help all children make the best use of their school 
experience. […] The specific contribution of the school social worker is a 
specialized case work service which is based on his understanding of human 
behavior, his skill in relationship and interviewing, and his ability to use school 
and community resources.” (Hummel & Bonham, 1968)  
School social workers also began utilizing group work in schools as effective methods to 
address and prevent dropout, underachievement, and academic failure (Allen-Meares, 
2007; Costin, 1969b; Crowthers, 1963). Tasks during this time included (1) obtaining a 
diagnostic understanding of the student, (2) directly treating the child or family, (3) 
referring to community services, (4) liaising between the school, community agencies, 
and family, (5) consulting with school staff, and (6) providing groups for students, 
teachers, or parents (Zischka, 1966, pp. 102).   
Elementary and Secondary Education Act of 1965 
The 1960s reflected a renewed interest in social reform that impacted the school 
social work profession by decreasing the ambiguity of the role (Constable, 2016). With 
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increased societal and racial tension, landmark federal legislation allowed social workers 
to be based within schools full-time instead of serving externally as a point of connection 
between schools and outside services (Gherardi, 2017). This resulted in a period of rapid 
growth, structuration, and role clarification. Specifically, the Elementary and Secondary 
Education Act (ESEA) of 1965 recognized the struggles of low-income families, 
especially those with special needs, and provided funding for schools to expand and 
improve their educational programming for all students (ESEA, 1965). With the passage 
of ESEA (1965), school social workers were increasingly utilizing group work in their 
practice, and also were increasingly used by other school personnel for consultation and a 
multidisciplinary approach to supporting students (Rowen, 1967).  
1970s: Expansion to Special Education and Practice Models 
Stated earlier, school social workers functioned as the externally-based conduit 
between schools and external community agencies up through the 1960s (Allen-Meares, 
2006). During this transition from externally-based to within-school SSW, the first ever 
SSW survey conducted in 1969 examined a quarter of all employed or active SSWs who 
defined their practice as providing intensive services in one-on-one or group encounters 
(Costin, 1969a). Replicated several years later in 1975, a similar definition was found 
from a fifth of all employed or active SSWs, with SSWs performing tasks like home 
visits, individual counseling, and social skills development (Allen-Meares, 1977). Both 
studies noted how the profession remained stuck in practices from the 1940s and 1950s 
(Allen-Meares, 1977; Costin, 1969a) despite legislation and calls for a practice that 
would address student issues systemically (Gottlieb & Gottlieb, 1971). Within the context 
of SSW expansion to special education, school social workers continued to support 
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students by utilizing an individualistic approach as home-school-community liaisons 
(Allen-Meares, 1977). 
The Education for All Handicapped Children Act of 1975 
National education reforms in the 1960s and 1970s introduced an emphasis on 
special education, with SSWs now participating on multi-disciplinary teams to assess, 
develop, and implement services (EAHCA, 1975; ESEA, 1965; Kelly et al., 2015b). The 
Education for All Handicapped Children Act of 1975 (EAHCA; 1975) was landmark 
legislation that mandated a free and appropriate public education for all children with 
disabilities, including the provision of specialized services such as individualized 
education plans (IEPs) and school-provided counseling, social work, and other clinical 
services (EAHCA, 1975). The EAHCA provided potential funding sources for school 
social workers, but the focus on special education support services also served to limit 
school social work practices (Gherardi, 2017). Specifically, the inclusion and emphasis of 
emotional disturbance helped further cement the clinical model of school social work 
(Gherardi, 2017). With emotional disturbance now being given the same weight as other 
disabilities, schools were officially tasked with intervening and addressing mental health 
concerns (Gherardi, 2017).  
The EAHCA also marked one of the first times in which school social work 
practice had educational reform guidelines that specifically outlined the clinical role of 
school social workers, as opposed to the field responding generally to broad contextual 
and societal influences (Gherardi, 2017). School social workers were pinpointed as 
instrumental to the special education process, with their assessment and placement 
training and skills leading to increased caseloads of children with disabilities (Lee Shaffer 
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& Fisher, 2017). Additionally, the increase of mental health needs in the student 
population, combined with the provision of free and necessary services, led to an increase 
in school-based and school-funded student support professionals (Gherardi, 2017). Data 
from the Office of Special Education and Rehabilitative Services demonstrates an 
increase of 10,000 district-funded school social workers between 1977 and 2007 
(Gherardi, 2017).  
SSW Practice Models 
In an effort to legitimize the field with a more rigorous evaluation process, 
Alderson (1972) developed several practice models that helped guide the roles and 
expectations of school social workers. These models include: the traditional clinical 
model, the school change model, the community school model, and the social interaction 
model (Alderson, 1972; Allen-Meares, 2013). The most well-known and widely used of 
the four practice models is the traditional clinical model of school social work practice, 
which emphasizes working with individual students struggling to learn due to social-
emotional difficulties (Allen-Meares, 2013). In this model, the school social worker 
provides services to the student and family with minimal collaboration with the school 
and other student support personnel (Allen-Meares, 2013). A couple of years later in 
1975, Costin and colleagues developed the “school-community-pupil relations” model to 
bring attention back to the historical origins of understanding the situational and systemic 
factors that impact student development that they believed were missing from the other 
models (Costin, 1975). It would not be until 2013, however, that a formalized practice 
model recognized and endorsed by several of the major SSW professional organizations 
would be later implemented and promoted (Lindsey, Anlauf Sabatino, Smith & Kunkel, 
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2017). Regardless, these practice models once more reinforced the overarching emphasis 
on student mental health and the role of school-community-home liaison.    
NASW Standards for Social Work Services in Schools 1978 
 In 1978, the field developed and formalized standards for SSW practice. Split 
into three sections, the Standards discuss (1) the values, knowledge, and skills of SSW 
competency, (2) administrative expectations, and (3) professional roles. Roles and tasks 
were further broken down into (1) services to pupil and/or parents, (2) work with school 
personnel, and (3) school-community relations. Professional roles included identifying 
specific individuals and groups in need of services, serving as leaders and consultants on 
interdisciplinary teams and for families, ongoing program evaluation, providing in-
service training for self and school staff, and planning individualized and culturally 
competent interventions (NASW, 1978). These standards continued to reflect the 
profession’s attention to an individual student approach and school-community 
collaboration.  
1980-Present: Social-emotional and Ecological Emphasis 
With schools in the 1980s and 1990s seeing a continued increase in mental health 
issues like substance use, teen pregnancy, and school violence, SSWs increasingly began 
to notice the disconnect between social work and its separation from contextual 
influences (i.e., school and community conditions, growing inequality, lower student 
achievement) (Phillippo & Blosser, 2013). Interestingly, though SSWs reported growing 
concern with this disconnect, the updated 1992 Standards for School Social Work 
showed minimal changes from 1978. 
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NASW Standards for School Social Work 1992 
Split into three sections, the 1992 version of the NASW Standards for School 
Social Work included: standards of (1) competence and professional practice, (2) 
professional preparation and development, and (3) administrative structure and support. 
Responsibilities were the same as those in the 1978 standards and included (1) 
interdisciplinary collaboration, consultation, and training, (2) identifying individual 
children and populations through needs assessments, (3) developing and implementing 
interventions for the identified students, (4) utilizing, maintaining, and analyzing data on 
the school social work program, (5) providing services to and advocating for children and 
families, and ensuring effective access and use of resources, (6) providing mediation and 
conflict-resolution. Once more, standards maintained an individual student and home-
school-community focus.  
Legislative Milestones: IDEA, NCLB, and MTSS 
By the 2000s, schools and school-based student support professionals became 
increasingly more concerned with an ecological approach to addressing societal and 
environmental issues as a way to increase student achievement (Gherardi, 2017). Part of 
this ecological approach included social-emotional learning, which rose rapidly to the 
forefront of school social work consciousness (CASEL, 2009). In particular, the 1994 
establishment of the Collaborative for Academic, Social, and Emotional Learning 
(CASEL; 2009) helped establish school-wide social-emotional learning, which was 
followed by state policies and professional standards for social-emotional learning 
(Gherardi, 2017). Response to Intervention (RTI) helped further address social-emotional 
issues by promoting the implementation of specific multi-tier, systemic models. 
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However, a 1994 study found once more that SSWs primarily defined their roles through 
individualized, intensive tasks (Allen-Meares, 1994), implying that the transition to more 
programmatic and systemic care continued to be rocky and slow.  
Legislative milestones like revisions to the Individuals with Disabilities Education 
Act of 1997 (IDEA, 1997) and the No Child Left Behind Act (NCLB; 2001) introduced 
the current focus on evidence-based practices, primary prevention, and integrated service 
delivery through the use of multi-tier systems of support (MTSS) models (Kelly et al., 
2015b). The IDEA (1997), formerly known as the EAHCA, helped further integrate the 
role of the school social worker into special education by tying school social work 
practice to assessment, intervention, and case management (IDEA, 1997), which further 
emphasized an individualized and clinical practice. Though IDEA and the expansion of 
the SSW role into special education helped establish the credibility of the field, it also 
paradoxically drew school social work further away from its systems-oriented and 
ecological origins (Gherardi, 2017). Under IDEA, school social workers are expected to 
assess, assist with intervention and goal planning, utilize evidence-based interventions, 
implement the Positive Behavior Interventions and Supports (PBIS) Management 
System, intervene early, prevent bullying and provide mental health services (Raines & 
Dibble, 2017), work within teams made up of parents and school staff, utilize case 
management, and integrate school- and community-based services into plans (Kelly, 
2008).  
Data from the Second National School Social Work Survey, along with results 
from an exploratory-descriptive study on SSW roles in Louisiana, confirmed the present 
focus on systemic care by demonstrating that four major trends are impacting SSW tasks 
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and roles today: response to intervention (RtI), accountability requirements, data-driven 
decision-making, and growing mental health concerns (Kelly et al., 2015a; Richard & 
Villareal Sosa, 2014). 
NASW Standards for School Social Work 2002 
The 2002 Standards for School Social work are split into four sections: (1) 
professional practice, (2) professional preparation and development, (3) administrative 
structure and support, and (4) ethical principles. Professional practice standards included: 
(1) providing consultation, (2) maintaining confidentiality, (3) empowering and 
advocating for students and families, (4) mobilizing community resources and services, 
(5) conducting individualized needs assessments for specific students to address 
concerning behaviors, (6) utilizing assessments to support students, (7) providing 
mediation and conflict resolution. Compared to the previous two versions, the 2002 
Standards added the ethical principles as a section. Professional practice standards also 
showed minimal changes from the previous version in 1992, indicating that the 
professional guidelines that guided school social work continued to look at providing 
intensive services to individual students and acting as the home-school-community 
contact.  
Summary of the History of the School Social Work Profession 
The field of SSW shifted from its origins in 1906 focusing on problem behaviors 
in school (i.e., attendance, behaviors, working with parents) (Phillippo & Blosser, 2013), 
to a focus on clinical diagnosis and treatment (1920-1940) (Cohen, 1983) and then social 
casework (1940-1970) (Alderson, 1952). The 1970s were defined by an emphasis on 
special education assessment and services (Lee Shaffer & Fisher, 2017), before the field 
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shifted to its current focus on social-emotional learning, MTSS, and comprehensive care 
(Phillippo & Blosser, 2013). Throughout these historical transitions, SSW primarily 
relied upon providing intensive, mental health services through individual case 
management and increasing service access and utilization for students and families as the 
primary modes of addressing student issues; these foci are reflected in the three revisions 
of the National Standards for SSW (1978, 1992, 2002).  
The Historical Evolution of the School Counseling Profession 
The field of school counseling also reflects the changing context of American 
education. An overview of the history of school counseling from the early 1900’s through 
the current state of the field makes clear that the profession underwent five major 
transitions: (1) 1900-1920, vocational guidance to ease the school to work transition, (2) 
1920-1950, shift to educational guidance and personal adjustment, (3) 1950-1970, 
emphasis on academic development and restructuration into Pupil Personnel Services, (4) 
1970-1990, role confusion and identity turmoil, and (5) 1990s-present, delivering 
comprehensive and systemic programming. Throughout these transitions, school 
counseling kept its emphasis on working with all students and promoting academic 
achievement. 
1900-1920: Vocational Guidance 
The school counseling profession first began as a vocational guidance movement 
at the beginning of the twentieth century and, similar to the school social work 
profession, was influenced by the Settlement House Movement (Agresta, 2004). Other 
factors that attributed to the rise of vocational guidance include the increased use and 
growth of technology, an increasing emphasis on agency and self-determination, and the 
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spread of vocational education (Brewer et al., 1942). With the Settlement House 
Movement and other social reform efforts seeking to address the negative impact of the 
Industrial Revolution, guidance counselors during this time period worked primarily with 
students on vocation, moral development, and interpersonal relationships (Buckley, 1966; 
Sorrell et al., 2000).  
Though key figures like Jesse B. Davis, George Merrill and Eli Weaver were the 
firsts to implement guidance programs in various cities across the United States in the 
late 1800s, Frank Parsons is credited for heading the vocational guidance movement in 
the early 1900s (Schmidt, 2008). Specifically, Parsons worked with individuals who had 
dropped out of school and implemented the first systemic and school-wide guidance 
program in 1907 as a critique of the emphasis on academics and to ease the transition 
from school to work (Sorrell et al., 2000). Citing a growing demand for vocational 
counselors, Parsons wrote about the progression of the vocational guidance movement 
and how it was quickly embedding itself into educational institutions across numerous 
cities (Parsons, 1909). Parsons also helped launch the first counselor training program in 
the United States, the Vocation Department of the Boston Young Men’s Christian 
Association, and outlined brief counselor characteristics (Parsons, 1909). According to 
Parsons (1909), a vocational counselor would receive a certificate of proficiency after the 
student has justified,  
[…] his enrollment as an expert, qualified to test the abilities and capacities of 
young men, apply good judgment, common sense, and scientific method to the 
various problems a vocation bureau has to deal with, and give appropriate counsel 
with the insight, sympathy, grasp and suggestiveness the service calls for. (p. 94)  
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1920-1950: Educational Guidance and Personal Adjustment 
With vocational guidance catalyzing the field of school counseling in the early 
1900s, the 1920s saw the increased universality of the high school diploma, with higher 
education no longer limited to the elite aristocracy (Armor, 1969). To accommodate this 
shift, the role of the counselor expanded beyond vocational guidance in the 1920s with 
the term “educational guidance” formalized in 1914 (Brewer et al., 1942). John Brewer 
(1927) helped lead this movement, and distinguished the two roles as,  
Educational guidance is enlightenment and advice about one’s educational career, 
and vocational guidance about one’s vocational career. […] there are not a great 
number helping children to do things for themselves. Guidance aims to awaken 
children to the point where they can begin to plan their own careers. Educational 
guidance is concerned with how to study, choosing studies, choice of colleges, 
when to leave off general education and begin vocational, when to leave school, 
how to continue one’s education, how to fit educational experiences into other 
experiences in life. (p. 449)  
Thus, educational guidance broadened the scope of guidance to a more holistic and self-
exploratory level, with counselors more concerned with and better equipped to handle not 
only vocation, but overall educational career and out-of-school life as well (e.g., family, 
citizenship, personal adjustment, etc.) (Brewer et al., 1942).  
This de-emphasis on vocational guidance was bolstered by the National Education 
Association’s (1918) publication on the Cardinal Principles of Secondary Education, 
which called for a re-organization of public education in the United States to promote 
more comprehensive development in students. By recognizing the changing context of 
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American society, this publication highlighted how education should focus not only on 
career but also “should develop in each individual the knowledge, interests, ideals, habits 
and powers whereby he will find his place and use that place to shape both himself and 
society toward ever nobler ends” (NEA, 1918, p. 9). The non-vocational objectives of 
building other non-academic skills like student health, civic education, and ethical 
character were added as primary objectives for secondary education (NEA, 1918).   
Around the same time in the 1920s, the mental hygiene movement helped 
simultaneously shift the school counseling profession further from its vocational roots by 
including personal and social adjustment and emphasizing psychometric testing (Sciarra, 
2004). Specifically, the mental hygiene movement viewed mental illness as one of the 
most serious social issues of the time, and thus entered schools to prevent the 
development of childhood maladjustment and juvenile delinquency (Cohen, 1983). 
Within schools, the emphasis on academics and the subsequent shame that results from 
failing classes were identified as major causes of stress for children, all of which led to 
the undermining of academics and the spotlight on bolstering mental health (Cohen, 
1983).  
Continuing this trend towards personal and social wellbeing, clinical child 
guidance was added to the role of the school counselor in the 1930s (Schmidt, 2008). In 
particular, Carl Rogers’ theoretical and humanistic work on personal and social 
development guided this transition towards client-centered and strengths-based 
conceptualizations in school counseling (Schmidt, 2008). School counselors were 
increasingly more aware, “[…] that problems of adjustment in one aspect of living have 
effects on other aspects of life, and of the complexity of the processes of counseling 
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concerning any type of individual adjustment […]” (Super, 1955, p. 4). By the end of 
World War II in 1945, the school counselor role also included addressing students’ 
emotional adjustment (Armor, 1969).  
Several pieces of legislations during this time period increased the credibility, 
funding and structure to the school counseling field, such as the George-Barden Act of 
1946 and the re-establishment of the US Office of Education’s Guidance and Personnel 
Services Section (Sciarra, 2004). With the subsequent rapid growth in the number of 
counselors and opportunities for school counseling, the American Personnel and 
Guidance Association (APGA) was formed in 1952; the American School Counselor 
Association (ASCA) gradually became a significant and critical division of APGA and 
strengthened the foundation of the school counseling field (Romano, Goh & Wahl, 2005). 
In summary, this period of school counseling showed notable shifts from vocational 
guidance to both educational guidance and the personal and social adjustment of students, 
all of which was fueled by students’ increased options for post-secondary paths and the 
increased awareness of the complexity and impact of students’ out-of-school experiences 
on functioning.   
1950-1970: Academic Development and Pupil Personnel Services 
Russia’s successful launching of Sputnik I in 1957 had a tremendous impact on 
school counseling, and particular attention was paid to academic development and 
scientific rigor (Romano et al., 2005). With policymakers now alarmingly concerned 
about the state of US education and determined to make advances in science and the 
academics, the National Defense Education Act of 1958 (NDEA) was one landmark 
legislation that increased funding for school counselor training and education programs 
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(National Defense Education Act of 1958). The increased NDEA funding saw the 
greatest growth in the number of school counselors by 1959, and led to the continued 
development and expansion of the field throughout the 1960s (Armor, 1969). 
Policymakers believed that, “The counselor can make an important contribution toward 
reducing the imbalance between the abilities of our labor force and the labor demand 
requirements of the new technology […] As individuals and as a nation we are engaged 
in a competitive struggle to maintain a position of world leadership.” (Buckley, 1966, pp. 
15). Specifically, Pupil Personnel Services took a front seat, as school counselors’ roles 
and functions were clarified within schools and began to include programmatic and 
process functions to address the need for comprehensive, coordinated school counseling 
approaches (Schmidt, 2008).  
In 1964, ASCA released a statement that the school counselor is, “[…] concerned 
with and accepting a responsibility for assisting all pupils, and having as his major 
concern the developmental needs and problems of youth. […] School counseling is one 
of several pupil personnel services, and the school counselor works within a pupil 
personnel framework.” As part of ASCA’s (1964) guidelines, the professional 
responsibilities of the school counselor included: planning and developing an effective 
guidance program, counseling and pupil appraisal, educational and occupational 
planning, referring students to services, conducting parent conferences, advising student 
course placement and post-graduation plans, consulting with school staff, and analyzing 
student data and needs. Additionally, six major guidance services included: educational 
and vocational counseling, leading small groups, gathering and analyzing student data, 
helping teachers, administrators, and other school staff (making referrals, providing in-
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service training, consultation), and following up with students even after they have left 
the school (ASCA, 1964; Hummel & Bonham, 1968).  
Interestingly, by 1960, only 34 states and three territories had mandatory school 
counseling licensure requirements (Hummel & Bonham, 1968). With the NDEA leading 
to a rapid growth in school counseling training programs and a large number of positions 
to fill, school counselors were drawn primarily from the teaching profession (Hummel & 
Bonham, 1968). For example, in Massachusetts, three years of teaching were required 
before being appointed to a school counselor position (Hummel & Bonham, 1968). Thus, 
an intimate knowledge of teaching and coursework became essential to the school 
counselor role on promoting academic development in students.  
1970-1990: Role Confusion and Identity Turmoil 
Role confusion and lack of role clarity increased in the 1970s, as decreased 
student enrollment led to fewer school counseling positions (Lambie & Williamson, 
2004). This led to school counselors taking on additional administrative roles as well as 
increasing their participation in special education and consultation (Lambie & 
Williamson, 2004). Perhaps one key defining role of the school counselor that persisted 
despite continued role confusion has been the emphasis on preventative care and 
assistance (Sorrell et al., 2000). Published in 1983, A Nation at Risk: The Imperative for 
Educational Reform criticized American public education for failing its students, cited 
declining student achievement, and catalyzed a revitalized education reform movement 
(National Commission on Excellence in Education, 1983). As a result, school counseling 
began emphasizing even more a preventative and programmatic approach to address the 
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whole child, or the career, personal-social, and academic domains of student development 
(Romano et al., 2005).  
1990s-Present: Comprehensive Guidance and School Counseling Programs 
The fallout from the 1983 A Nation at Risk continued to be seen in major shifts 
throughout the 1990s from guidance counseling to school counseling (Lambie & 
Williamson, 2004), with education reform legislation (i.e., ASCA, 
2003/2005/2012/2019a; Every Student Succeeds Act, 2015; NCLB, 2001) bolstering the 
profession’s programmatic and systemic emphasis. In the early 1990s, the Education 
Trust, a national nonprofit organization seeking to close the achievement gap for 
marginalized students, called for a transformation of the school counseling profession 
(Dahir & Stone, 2004). In short, the Education Trust challenged school counseling to 
transform from its traditional roots as a service-driven model of counseling, consultation, 
and coordination to a new data-driven and standards-based model of school counseling 
that includes consultation, leadership, advocacy, collaboration, resource management, 
and data and technology use (Dahir & Stone, 2004; Education Trust, 1997). By 
emphasizing the actions, influence, and impact of school counseling, school counselors 
were called to prepare students for post-secondary transitions and to better understand 
and advocate for systemic change (Dahir & Stone, 2004; Education Trust, 1997).  
To follow through on this new vision, the Education Trust began a five-year 
national initiative called the Transforming School Counseling Initiative (TSCI) in 1996 to 
reconcile the gap between school counseling graduate-level, pre-service training and 
actual professional practice (Martin, 2002). The TSCI aimed to help low-income and 
minority students succeed and to address what many saw as a critical limitation in the 
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field of school counseling - the continued emphasis on addressing the mental health 
needs of students to the detriment of academic needs (Martin, 2002). Specifically, the 
TSCI outlined 8 essential goals for school counseling transformation: to (1) focus on 
student achievement for all and move away from the deficits-based model for individual 
and fewer students, (2) collaborate with children, teachers, and parents to promote 
learning, (3) advocate for students and challenge barriers to quality education, (4) 
promote data-based decision-making and intervention, (5) promote systemic change and 
intervention, (6) increase technology use for student progress monitoring, (7) utilize a 
multidisciplinary approach, and (8) increase multicultural competency (Martin, 2002).  
The re-authorization of the Elementary and Secondary Education Act in 2001 (No 
Child Left Behind Act) promoted stricter accountability measures utilizing evidence-
based practices and, in 2015 (Every Student Succeeds Act), formalized the use of MTSS 
(ESSA, 2015). School counselors were now expected to implement evidence-based 
practices, with MTSS models specifically identified in the most recent legislation. The 
2004 re-authorization of IDEA further catalyzed the rapid growth in MTSS and RTI 
models in the school counseling profession, which aligned well with ASCA’s guidelines 
for comprehensive school counseling models (Cressey, Whitcomb, McGilvray-Rivet, 
Morrison & Shander-Reynolds, 2014; Goodman-Scott, 2013; IDEA, 2004; Zambrano, 
Castro-Villareal, Sullivan, 2012). Today, school counselors must be certified and 
licensed, engage in preventive, developmental, and programmatic approaches to 
counseling, deliver comprehensive school counseling programs, encourage academic, 
career, and personal/social development, and maximize student achievement (ASCA, 
2014). 
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The ASCA National Model 
Current school counseling practice is guided by a national practice model and 
standards set forth by the American School Counseling Association (ASCA). 1997 
marked the first official and formal documentation of a national set of guidelines for 
school counseling practice, which are known today as the ASCA Student Standards 
(ASCA, 2014; DeKruyf, Auger, & Trice-Black, 2013). The ASCA National Model has 
helped, and continues to help, lead the charge on comprehensive and systemic student 
support by seeking to promote student academic achievement through collaboration with 
teachers and administrators (Galassi & Akos, 2012), and through holistically targeting the 
three research-based domains of student mindsets and behaviors (ASCA, 2014; ASCA, 
2019a). First developed in 2003, and revised in 2005, 2012 and 2019, the ASCA National 
Model emphasizes the three domains of academic, career, and social/emotional 
development. Academic development standards aim to support and optimize each 
student’s ability to learn (ASCA, 2003; ASCA, 2005; ASCA, 2012; ASCA, 2014). 
Career development standards help students bridge the gap between, and plan for the 
successful transition from, school to vocation (ASCA, 2014). Meanwhile, 
social/emotional development seeks to foster student’s emotional management and 
interpersonal skills (ASCA, 2014).  
These three domains all emphasize ASCA’s and the school counseling field’s 
attempts to view the student holistically in order to comprehensively address all factors 
that may impede student success and learning; multiple editions of the model demonstrate 
ASCA’s attempts to remain culturally relevant and in line with current trends (ASCA, 
2014). ASCA and its National Model provide a vision for school counselors by detailing 
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the necessary steps and components of an evidence-based, programmatic, and 
comprehensive school counseling program that can benefit the diverse needs of all 
students (Romano et al., 2005).  
Summary of the History of the School Counseling Profession 
School counseling first began in the 1900s as a vocational guidance movement 
(Agresta, 2004), focusing on widening post-high school career options and easing the 
transition between school to work (Buckley, 1966; Sorrell et al., 2000). This vocational 
focus then transformed to personal adjustment in the 1920s, with the mental hygiene 
movement demonstrating great concern for the mental health needs of students (Armor, 
1969; Cohen, 1983; Super, 1955). Simultaneously in the 1920s, the field shifted from 
vocational guidance to educational guidance, with counselors emphasizing academics, 
educational planning, and maximizing students’ utilization of school resources (Brewer, 
1927). The importance of student academic success peaked in the 1950s and 1960s as 
international competition and national education reforms generated great concern in the 
US regarding the success and accessibility of American education (Armor, 1969; 
Buckley, 1966). Legislation in the late 1960s and early 1970s then responded to the rising 
need of diverse student issues, no longer required teaching as a prerequisite to school 
counseling, and resulted in today’s programmatic, systemic, and comprehensive model 
for school counseling (ASCA, 2014; National Commission on Excellence in Education, 
1983; Romano et al., 2005; Sorrell et al., 2000). 
Current Practice as Defined by Government 
Currently, the U.S. Department of Education (2004) defines a school social 
worker and a school counselor according to the receipt of a master’s degree, as well as 
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state licensure or other certification. Table 1 outlines the specific requirements for 
practice in both fields.   
Table 1 
U.S. Department of Education Definitions of School Social Worker and School Counselor 
School Social Worker School Counselor 
(1) has a master’s degree in social work 
from a Council on Social Work 
Education-accredited program, 
(1) has demonstrated and documented 
counseling competence with children and 
adolescents in schools and has at 
minimum, a school counseling master’s 
degree from a Council for Accreditation 
of Counseling and Related Educational 
Program (CACREP; 2016) accredited or 
equivalent program, 
(2) is licensed or certified by the state in 
which they practice, 
OR 
(3) has received a school social work 
national credential or certification through 
an independent professional organization 
(2) a state license or independent 
professional organization certification,  
OR 
(3) a school counseling national 
certification or counseling specialty from 
an independent professional organization 
if there is no state licensure or 
certification. 
Note: Definitions of school social work and school counselor come from the U.S. 
Department of Education (2004) 
 
Section 5421 Subpart 2 of Elementary and Secondary School Counseling 
Programs put forth by the U.S. Department of Education (2004) outlines brief 
requirements that school social work and school counseling programs must fulfill. 
Programs must comprehensively address the counseling and educational needs of all 
students using a developmental and preventative approach that integrates community 
agencies and parents. Programs must also expand the range, availability, quantity, and 
quality of counseling services that meet the spectrum of student needs by utilizing 
innovative services that promote peer and family interactions and relationships, and 
increase understanding of work, self, decision making, and academic and career planning; 
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the majority of school social workers’ and school counselors’ time should be spent on 
counseling or other direct contact activities. Additionally, programs should incorporate 
in-service trainings, annual evaluations of effectiveness and outcomes, and a team 
approach that emphasizes a 1:250 school counselor to student ratio or a 1:800 school 
social worker to student ratio.  
Unfortunately, the lack of state and national uniformity and enforcement in state 
requirements for school social work degrees and credentialing has led to ambiguity in the 
school social work role (Mumm & Bye, 2011; Richard & Villareal Sosa, 2014). There is 
no clear distinction between the subspecialty of school social work and overall social 
work master’s degree despite attempts for further clarification (Phillippo & Blosser, 
2013). Currently, state requirements for school social work degrees and credentialing 
vary; though all social workers must hold a master’s degree in social work (MSW), 
school social workers do not have to hold a specific school social work degree or 
credentialing in order to work in schools (Mumm & Bye, 2011; Richard & Villareal Sosa, 
2014). This means that, to work as a school social worker, some states only require an 
MSW, other states require a school social work master’s degree from an accredited 
university, while other states require only bachelor’s degrees with school social work 
credentialing (Mumm & Bye, 2011). Practicum requirements and specific school social 
work courses also vary depending on the SSW program (Mumm & Bye, 2011).  
Current Practice as Defined by Professional Organizations 
Both fields have several accrediting and certifying organizations that have 
outlined specific practice standards and models. For school social work, the National 
Association of Social Work is the main certifying organization, while the School Social 
 47 
Work Association of America provides further guidance on the specialization of school 
social work. For school counseling, the Council for Accreditation of Counseling and 
Related Education Programs is one of the main accrediting organizations, while the 
American School Counselor Association is the main practice organization for school 
counselors.  
School Social Work 
In 2011, SSW practitioners recognized the need for a practice model that is 
developed and endorsed by SSW practice organizations, leading to the development of 
the first official standard of the profession, the National School Social Work Practice 
Model (Lindsey et al., 2017).  
National School Social Work Practice Model 
Disseminated and implemented in 2013, the NSSW Practice Model is the current 
standard of practice for school social workers (Lindsey et al., 2017). Created in alignment 
with several SSW professional organizations in 2013 (Lindsey et al., 2017), the National 
School Social Work Practice Model consists of three main practices and four key 
constructs (Frey et al., 2013). Main practices include: (1) providing evidence-based 
education, behavior, and mental health services by implementing MTSS practices and 
monitoring and evaluating progress and effectiveness, (2) building positive school 
climate that promotes student learning and teaching excellence through school policies, 
professional development, and family-school-community engagement, and (3) 
maximizing access to services (Frey et al., 2013). The four key constructs include (1) 
facilitating home-school-community linkages, (2) making data-based decisions, (3) 
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balancing education rights and advocacy, and (4) adhering to ethical guidelines and 
educational policy (Frey et al., 2013).  
Additionally, the School Social Work Association of America developed a 
national practice model with three goals: (1) to provide evidence-based educational, 
behavioral, and mental health services, (2) to promote a school climate and culture that is 
conducive to learning, and (3) to maximize access to school-based and community-based 
resources (Kelly et al., 2015a). This practice model is guided by four key constructs: (1) 
home-school-community linkages, (2) ethical guidelines and educational policy, (3) 
education rights and advocacy, and (4) data-based decision-making (Kelly et al., 2015a), 
and by three key principles: education and school reform, social justice, and multitier 
intervention. 
NASW Standards for School Social Work 2012 
The standards for practice, as outlined by the NASW include: (1) adhering to the 
NASW Code of Ethics and values; (2) meeting appropriate professional qualifications as 
determined by state and local education systems, (3) conducting systematic assessments 
to improve student outcomes, (4) utilizing evidence-based interventions, (5) utilizing 
data-based decision making and practice evaluation, (6) maintaining relevant records, (7) 
managing workload and clarifying roles, (8) continuing professional development, (9) 
ensuring the delivery of culturally competent care, (10) practicing interdisciplinary 
leadership and collaboration, and (11) engaging in student advocacy (Anastas & Clark, 
2012). 
The NASW also provides a variety of roles that SSWs can fill in schools, 
including assessing students for academic and nonacademic barriers to achievement (e.g., 
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substance use, emotional and physical functioning, peer issues, etc.), developing and 
implementing treatment and discharge plans, providing individual, family or group 
therapeutic services, intervening and managing crises, advocating for students, managing 
cases (e.g., referrals and collaboration), providing trainings to staff and parents, 
conducting home visits, identifying and addressing ethical issues, managing and 
supervising staff, and participating in multidisciplinary treatment teams (NASW Center 
for Workforce Studies & Social Work Practice, 2010). This wide range of tasks and SSW 
functions leaves a lot of room for school-by-school interpretation, variability of the SSW 
role, and inconsistencies within the practice, which could further contribute to role 
ambiguity. 
School Counseling 
The standards for school counseling practice, as outlined by the National Board 
for Professional Teaching Standards (2016), include: (1) developing and delivering a 
comprehensive school counseling program that advances the school’s mission, (2) 
understanding student competencies (academic, career, and personal/social), (3) utilizing 
understanding of human growth and development to improve student outcomes, (4) 
demonstrating effective counseling theories and techniques, (5) modeling and promoting 
equity, fairness, and diversity, (6) promoting safe and positive school climates, (7) 
collaborating with families and community members, (8) selecting appropriate 
informational resources and technology to meet student needs, (9) collecting, assessing, 
and sharing data, (10) acting as leaders, student advocates, and ethical professionals, and 
(11) reflecting on and integrating their experiences, skills, and knowledge to become 
effective counselors. 
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The Council for Accreditation of Counseling and Related Education Programs  
Additionally, the Council for Accreditation of Counseling and Related Education 
Programs (CACREP; 2016), one of the main accrediting bodies of school counselors, 
mandates that school counselor training programs must include courses on: counseling 
theories and techniques, data-driven practices, human growth and development, ethics, 
consultation, prevention, comprehensive school counseling programs, and fieldwork 
experience (Goodman-Scott, 2015). In their graduate programs, school counselors are 
taught to provide individual and group counseling for personal, family, and 
interpersonal/relational issues, attend professional development seminars, deliver 
guidance curriculum, and to coordinate and manage the comprehensive school counseling 
program (Goodman-Scott, 2015).  
The American School Counselor Association  
Mentioned earlier, the American School Counselor Association is one of the 
many divisions within the American Counseling Association. ASCA has also defined the 
school counselor’s role in four areas: (1) creation of a comprehensive school counseling 
program focused on student outcomes, and student and counselor competencies, (2) 
utilization of data- and needs-informed assessments, (3) 80% of counselor’s time spent 
on direct, in-person interactions with students, along with indirect services such as 
consultation, collaboration, or referrals, and (4) evaluation of program effectiveness to 
track progress and monitor impact for students, counselors, school, and more (ASCA, 
2014).   
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Key Points of Overlap and Distinction 
 Utilizing the historical analyses and additional research, this section aims to draw 
direct connections between the school social work and school counseling professions. 
First, the similarities between both fields will be discussed, with an overview of similar 
trends, foci, and impact. Second, key school social work roles that are distinct from the 
school counseling profession will be reviewed. These include (1) work with community 
partners and families, (2) individual student approach and clinical focus, and (3) 
emphasis on intensive and crisis intervention. Third, key school counseling roles that are 
distinct from the school social work profession will be discussed. These include: (1) 
preventative, comprehensive, and systemic focus, (2) emphasis on academic 
development, as well as (3) other distinctions from school social work practice. A 
summary of the main points will then conclude the section.  
Overlap of Both Professions 
When examining the historical evolution of both school social work and school 
counseling, it is easy to see how both fields reflect and have been impacted by similar 
political and cultural events, as well as similar education legislation and reform (Dupper 
et al., 2014; Olsen, 2016). The Industrial Revolution and Progressive Era in the early 
1900s catalyzed the start of both fields as schools struggled to address the sudden influx 
of diverse student needs due to compulsory attendance laws (Agresta, 2004; Lee Shaffer 
& Fisher, 2017) – SSW addressed individual maladjustment and problem behaviors 
(Allen-Meares, 2007), while school counseling addressed student vocational transitions 
and outcomes (Sorrell et al., 2000). From the 1920s through 1940s, both professions 
became more clinically focused in addition to their previous roles, with the mental 
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hygiene movement influencing SSWs to focus on mental health treatment (Bridges, 1928; 
Taft, 1923) and delinquency (Costin, 1969b) and school counselors to focus on student 
personal and emotional adjustment (Armor, 1969).  
Education legislation and reform in the 1960s and beyond increased the scope of 
practice for both fields and federal funding, allowing for clarified and formalized roles in 
schools. The Elementary and Secondary Education Act of 1965 provided funding for 
schools to hire more SSWs and school counselors to increase support and access to 
counseling for all students, especially marginalized populations (ESEA, 1965). The 
Education for all Handicapped Children Act of 1975 and re-authorization of the 
Individuals with Disabilities Education Act in 1997 specialized and solidified the clinical 
role of SSWs in special education and emphasized the need for school counselors to 
advocate for students with disabilities (EAHCA, 1975; IDEA, 1997). The 2001 re-
authorization of ESEA - NCLB - called for increased accountability and use of evidence-
based interventions for student support professionals (NCLB, 2001). Meanwhile, the 
2015 re-authorization of NCLB – ESSA – introduced the language of MTSS and primary 
prevention for the first time, advocating for student support professionals to implement 
evidence-based MTSS models in their work in schools (ESSA, 2015).  
Currently, school social work and school counseling are continuing the paradigm 
shift towards MTSS and comprehensive and coordinated student support (Dupper et al., 
2014; Olsen, 2016) as put forth by ESSA. National trends in both professions are also 
emphasizing accountability and the use of data-driven and evidence-based practices 
(Astramovich, 2017; Richard & Villareal Sosa, 2014). Their respective governing 
organizational standards also reflect similarities, with both professions stating the 
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importance of school counselors and SSWs working with students, schools, families, and 
community organizations to promote positive student outcomes (ASCA, 2014; Kelly et 
al., 2015b). Furthermore, both school social work and school counseling standards 
emphasize competent and ethical care, counseling skills, student advocacy, promotion of 
safe and supportive school climate, and collaboration and consultation with families and 
community partners (Anastas & Clark, 2012; NBPTS, 2016). However, both fields 
continue to practice based on their historical origins and traditional roles, and are 
struggling to make the shift towards a comprehensive approach to student support despite 
ESSA’s focus on an MTSS framework (Chandler et al., 2018; Constable, 2017; Galassi & 
Akos, 2012).   
Furthermore, both professions have also demonstrated positive impacts on student 
outcomes, though the degree and nature of impact varies (Franklin et al., 2009; Hurwitz 
& Howell, 2014). Studies suggested school social workers had a moderate impact on 
decreasing internalizing behaviors and less so on decreasing externalizing behaviors and 
improving academic outcomes (Stone, 2015). Meanwhile, studies on school counselors 
demonstrated a moderate impact on increasing academic outcomes and decreasing 
behavioral concerns (i.e., attendance, suspension and graduation rates, truancy, etc.) 
(Carey & Dimmit, 2012; Hurwitz & Howell, 2014).  
In addition to the similar influences of legislation and cultural trends on their 
respective roles, the current efficacy of both professions has also been shown to be 
impacted by similar contextual characteristics (e.g., number of students they serve and 
years of practice). Regarding caseload, the ratio of students to student support 
professional (i.e., school social worker, school counselor) has been well documented, 
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with higher ratios negatively impacting practice, performance, and effectiveness (ASCA, 
2019a; Borders & Drury, 1992; Burnham & Jackson, 2000; Kelly et al., 2015b; Mustaine, 
Pappalardo & Wyrick, 1996; Partin, 1993; Thompson, Frey & Kelly, 2019). Moreover, 
though years of practice have been inconsistently associated with actual practice for both 
fields (Carter, 1993; Mustaine et al., 1996), studies have found that beginning (with a few 
years of experience) and veteran (with over ten years of experience) student support 
professionals have shown decreased efficacy in implementing expected interventions 
(Brott & Myers, 1999; Kelly et al., 2015b; Scarborough & Culbreth, 2008; Sink & Yillik-
Downer, 2001; Thompson et al., 2019). Understanding the overlapping contextual factors 
that impact effective practices remains in line with systems theories and could help better 
inform the implementation of successful interventions. 
Historical Distinction between Both Professions 
Though both professions began with the ultimate goal of helping students become 
functional and productive members of society (Zischka, 1966), the historical analysis has 
revealed marked differences between the two fields. School social work began more 
clinically, focusing on the causes of maladaptive student behaviors and linking home and 
school, with specific tasks in referring to out-of-school agencies and casework 
management (Agresta, 2004; Humes & Hohenshil, 1987). Meanwhile, the profession of 
school counseling began as a vocational guidance movement before shifting to 
psychological adjustment and personal problems, focusing more on academic scheduling 
and development or on consulting with administrators and teachers, and less on 
individual and group counseling (Agresta, 2004). While school social workers focused on 
identifying and working with individual students in crisis through leveraging community 
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services and through clinical and social casework, school counselors focused on 
promoting vocational and academic success through vocational and education guidance 
and systemic programming.  
In 1966, Zischka examined the differences between the school social worker and 
the school counselor and conceptualized different areas of focus for both professions. 
During this time period, the school social worker was concerned with ensuring students 
have basic material needs and the ability to function and understand their selves; school 
counselors were concerned first with providing educational and vocational information 
and then with ensuring that students take advantage of educational and vocational 
services and opportunities (Zischka, 1966). Zischka (1966) distinguished between the 
school social worker’s clinical and case management aim and the school counselor’s 
educational focus, with the school counselor acting as the primary referral source to the 
school social worker for students with more serious issues. Essentially, school social 
workers provided case management by working individually with students in crisis to 
address mental health needs through promoting service utilization and connection, while 
school counselors worked with many students to discuss and plan their educational and 
vocational careers.  
Distinct Areas of School Social Work Practice 
Though the field of school social work may have changed over the decades, the 
practice has continued to remain relatively stable and true to its historical roots of 
utilizing home-school-community approaches to address the problems of individual 
students (Constable, 2017). School social work practice also continues to remain variable 
across state and national surveys, though “[…] typical and multiple roles were identified 
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for school social workers: educational and mental health counseling, collaboration, 
policymaking and advocacy, behavioral intervention, service to children with disabilities, 
and monitoring school truancy” (Teasley & Richard, 2017, pp. 43). To carry out these 
roles, school social workers should (1) provide direct clinical services (e.g., special 
education assessment, case management, consultation) to individuals and families, (2) 
implement MTSS practices, (3) deliver case management, (4) advocate for fair school 
discipline practices, (4) intervene during crises, (5) serve as special education providers 
and advocates, (6) become macro practitioners to change school, district, state, and 
federal policies, (7) utilize evidence-based and accountability practices as practitioner-
researchers, and (8) become leaders in their schools (Teasley & Richard, 2017).  
Work with Community Partners and Families 
School social work as a profession focuses on finding, referring, and connecting 
families and students to community resources and services (Allen-Meares, 2007; Kelly et 
al., 2015b; Phillippo & Blosser, 2013). Historically and currently, school social workers’ 
primary role included leveraging their knowledge of community agencies to increase 
service delivery and utilization (Costin, 1969b; Gherardi, 2017; Kelly et al., 2015a; 
Mumm & Bye, 2011). From the inception of the field in the 1900s as visiting teachers 
(Abbott & Breckinridge, 1917) to 2019 as outlined in the NASW Standards for School 
Social Work Services (Anastas & Clark, 2012), school social workers have served as the 
link between home, school, and community. SSWs continue to frequently provide family 
and community support, and develop a continuum of community-based services that can 
be engaged within schools (Constable, 2016; Kelly et al., 2015a). Many SSW training 
programs include components of consultation, family empowerment through utilization 
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of community resources, student and family advocacy, collaboration, and specialized 
knowledge and understanding of school systems (Mumm & Bye, 2011). Their roles 
include providing students and their families with socio-emotional and social adjustment 
services to help enhance academic progress (Richard & Villareal Sosa, 2014), and serve 
the function of bridging the gap between schools, families, and communities (Richard & 
Villareal Sosa, 2014).   
Individual Student Approach and Clinical Focus 
Historically, the first SSW survey conducted in 1969 found that SSWs defined 
their practice as providing intensive services in one-on-one or group encounters (Costin, 
1969a). Replicated several years later in 1975, similar results were found, with SSWs 
most frequently performing tasks like individual counseling, social skills development 
and home visits (Costin, 1975). Another 1994 study that surveyed 840 SSWs once more 
primarily defined the role through individualized, intensive tasks, and were not as 
concerned with the contextual or developmental factors that impacted student outcomes 
(Allen-Meares, 1994). A 2015 survey of 3,769 SSWs found that SSWs emphasize an 
individual student approach and reported spending more time implementing 
individualized evidence-based behavioral and mental health services and less time 
implementing comprehensive interventions that target the whole school (Kelly et al., 
2015a). This means that, when tracking SSW practices across the past four decades, 
school social workers continued to utilize individualistic, clinical care.  
Instead of following policy shifts and trends, SSWs continue to practice a clinical 
model of student support (Peckover et al., 2013), mainly focusing on increasing social-
emotional learning and decreasing problem behaviors (Kelly, 2016). SSW practitioners 
 58 
gravitate more towards the narrow focus on individualistic and clinical interventions 
(Stone, 2015), spending more time providing individual and group counseling, 
intervening in crises, and partnering with community agencies than on systemic tasks 
targeting groups of students (Agresta, 2004; Humes & Hohenshil, 1987). This may partly 
be due to the fact that most graduate training programs focus on clinical skill 
development as opposed to more macro-level, preventative practices, and also because 
the field has historically focused on being one of the first responders to crises (Thompson 
& Cox, 2017). In other words, despite the national trend towards RtI, MTSS, Positive 
Behavioral Interventions and Supports (PBIS) and the delivery of coordinated, 
comprehensive and school-wide care over the past twenty years, SSWs continue to 
provide or focus on individualized and clinical-focused services (Dupper et al., 2014; 
Peckover, Vasquez, Van Housen, Saunders & Allen, 2013; Phillippo, Kelly, Shayman & 
Frey, 2017).  
Intensive and Crisis Intervention 
Additionally, SSWs continue to focus on working with students with high levels 
of risk (Kelly et al., 2015b). One recent study in 2015 found that SSWs are actually 
spending less time on primary prevention than they were six years ago (Kelly et al., 
2015b), while another study also confirmed that SSWs are spending disproportionate 
amounts of time working individually with students who have more intensive needs 
(Phillippo et al., 2017). Instead of following policy shifts and trends, SSWs continue to 
practice a clinical model of student support by working directly with individual students 
(Peckover et al., 2013), mainly focusing on increasing social-emotional learning, 
improving overall academic outcomes, and decreasing problem behaviors (Kelly, 2016) 
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for students most at-risk. While school social work also aims to promote student 
achievement amongst populations struggling with social, emotional, and behavioral 
challenges, it does so by utilizing casework management, groups, social development 
assessments, classroom presentations, crisis interventions, referrals, consultations, and 
service provision to students and families (Kirchofer, Telijohann, Price, Dake & Ritchie, 
2007).  
Distinct Areas of School Counseling Practice 
In adherence with national education reform initiatives and legislation, school 
counselors fill a diverse number of roles, and are expected to support and increase 
academic, career, and personal social development (Young, Gonzales, Owen & Heltzer, 
2015). Despite this, researchers have found that traditional school counseling practices 
continue to occur, with many training programs focusing more on reactionary roles than 
on strengths-based, systematic practices that promote academic development (Galassi & 
Akos, 2012). The field continues to reflect vocational and educational guidance practices, 
with school counselors often reporting the majority of their time on academic-focused 
tasks such as coordinating tests, academic scheduling, substitute teaching, or handling 
disciplinary cases (Chandler et al., 2018).  
Preventative, Comprehensive, and Systematic Focus 
The field of school counseling began with the goal of improving vocational 
outcomes before shifting towards a focus on academic development (Walsh, Howard & 
Buckley, 1999). However, school counselors gradually discovered that academic 
development could not be separated from other factors that impacted student educational 
outcomes (Walsh et al., 1999). As a result, school counselors began the shift towards 
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addressing out-of-school factors like homelessness, mental health, physical health, 
poverty, and more. From the 1980s to today, school counseling has made prevention a 
key initiative, with its heralding of programmatic and systematic school counseling 
models to decrease reactionary interventions (ASCA, 2014; Romano et al., 2005; Walsh 
et al., 2007).  
School counseling today continues to highlight the need for preventative and 
comprehensive student support (ASCA, 2014). ASCA, along with other federal 
legislation and policies, helped foster this holistic view of student development by 
including personal/social and career development as critical foci in addition to academic 
development (ASCA, 2014). Further, school counselors serve the developmental needs of 
all children, focusing on prevention, life-span development, and special education, and 
have only recently begun to emphasize the mental health issues of children and crisis 
intervention within the past several decades (Humes & Hohenshil, 1987). Currently, 
school counselors are viewed as specialists in human behavior and relationships and aim 
to help students meet their full potential. To do this, school counselors provide 
preventative and early intervention services like group and whole class guidance, and 
coordination of services and care (Kirchofer et al., 2007).  
More recently, policy makers and educational researchers have begun to 
emphasize a multi-tiered system of support (MTSS) framework to best address the 
diverse academic and behavioral needs of students through data-informed and systems-
oriented interventions (Olsen, 2016). ASCA-aligned activities have been further shown to 
predict increased MTSS competency, and school counselors are continuing to embrace 
evidence-based practices and a comprehensive approach to addressing student needs 
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(Olsen, 2016). As of 2008, approximately 44 states in the U.S. had adopted 
comprehensive school counseling programs, with studies demonstrating the effectiveness 
of these systematic school counseling programs (Zagelbaum, Kruczek, Alexander & 
Crethar, 2014). Echoing this, the field of urban school counseling has aligned with the 
ASCA domains and recommendations for best practices through its emphasis on 
programmatic approaches, collaborative practice, and prevention and advocacy (Walsh, 
Barrett & Depaul, 2007). 
Academic Development 
National standards have begun to emphasize academic outcomes for all students 
(i.e., closing the achievement gap, preventing dropout, preparing youth for a wide range 
of postsecondary opportunities, and promoting academic development) (Galassi & Akos, 
2012). Though the field emphasizes a comprehensive practice, school counseling 
practices continue to gravitate towards promoting academic outcomes (Galassi & Akos, 
2012; Goodman-Scott, 2015). School counselors often report that the majority of their 
time was spent on academic-focused tasks such as coordinating tests, academic 
scheduling, substitute teaching, or handling discipline cases (Chandler et al., 2018). A 
national survey of 1,052 ASCA school counselors found that school counselors spend the 
majority of their time on academic advising (Goodman-Scott, 2015). Another study 
examined how frequently 526 school counselors across the United States performed tasks 
that promoted each of the ASCA domains (e.g., academic, career and personal/social 
development); recognized leaders in school counseling rated the tasks and determined the 
extent to which various activities promoted the different domains (Foster, Young, & 
Hermann, 2005). Findings revealed that academic development was the only domain in 
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which respondents reported very important and frequently performed work activities 
(Foster et al., 2005). In other words, school counselors were more frequently performing 
tasks that promoted academic development, but were not performing tasks that enhanced 
career or social/personal development.  
Other Distinctions from School Social Work Practice 
Regarding family involvement, though ASCA and CACREP both recommend 
family systems training, few school counseling graduate programs offer these courses, 
with only approximately half of programs mandating family-oriented courses (Paylo, 
2011). Regarding community partnerships and clinical work, school counselors have 
expressed the need for more post-training in: dropout and violence prevention, effective 
motivation counseling for recent and persistent failing students, conducting needs 
assessments, locating and partnering with community agencies (Owens et al., 2009). 
School counselors have also expressed less comfort and sense of self-efficacy in dealing 
with and counseling students with mental health needs, utilizing a strength-based 
approach, receiving supervision during fieldwork experiences, and alleviating obstacles 
to student achievement (Slaten et al., 2013; Walley & Grothaus, 2013). Additionally, 
from its historical origins, school counseling was concerned with helping students 
leverage educational and vocational information, services, and opportunities within the 
school building (Zischka, 1966). In other words, the origins of, and continued, main roles 
of the school counselor take place within the school, from development to 
implementation of a counseling program, and including consultation and collaboration.  
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Summary of the Distinction between Both Professions 
Essentially, both school counselors and school social workers continue to perform 
tasks in line with their respective historical pasts and are struggling to align their 
practices with the shift towards the multi-tiered systems of support framework (Galassi & 
Akos, 2012; Phillippo et al., 2017). When examining current practices, school social 
work places a particular emphasis on the delivery of behavioral and mental health 
services and building access to and communication between home, school, and 
community-based organizations (Constable, 2016; Kelly, 2015a). Meanwhile, school 
counseling aims to improve academic achievement for all students by providing 
comprehensive and preventative care across developmental domains (ASCA, 2014). The 
majority of studies also report that school social workers may tend towards more clinical, 
individualized, and reactive practices for at-risk students with specific mental health and 
socioemotional needs (Anlauf Sabatino, 2016; Dupper et al., 2014; Peckover et al., 2013; 
Phillippo et al., 2017), despite major trend shifts towards a holistic approach (Peckover et 
al., 2013). On the other hand, school counselors have a more inclusive, comprehensive 
student support focus with a continued emphasis on academic development and outcomes 
(Foster et al., 2005; Galassi & Akos, 2012; Goodman-Scott, 2015). See Table 2 below for 








Current Practice Foci of School Social Workers versus School Counselors  
School Social Work School Counseling 
Out-of-school liaison with community 
partners & families  
In-school consultation and collaboration 
Individual student approach Comprehensive, systemic approach 
Mental health, Clinical focus Academic, College/career readiness 
focus 
Intensive services & crisis intervention Prevention, early & intensive 
intervention 
At-risk students  All students 
Community-provided services School-provided services 
Note: Based on research on the historical and current practices of both fields.  
These trends could have significant implications for how school social workers and 
school counselors are successfully or unsuccessfully aligning their practices with the 





Chapter 3: Research Design and Methods 
The present study sought to fill the gap in the dearth of research that directly 
compared school social worker and school counselor roles to each other (Rubin & 
Parrish, 2012). Although school counselors and social workers play a pivotal role in the 
implementation of comprehensive student support programs, very few studies examined 
the relationship between their profession (i.e., school counselor, school social worker) 
and implementation practices (Franklin et al., 2009; Rubin & Parrish, 2012), and further, 
how they qualified their roles and tasks. Furthermore, existing ISS literature was limited 
to the exploration of school- and student- level outcomes (e.g., academic outcomes, 
dropout rates, attendance) and common practices found across a set of ISS interventions 
(Moore et al., 2017). Many of the SSW and school counselor studies were also survey-
based or limited to student outcomes, with very few seeking to qualitatively understand 
the percentage of time spent on roles and tasks, or to gain an in-depth understanding of 
how these student support professionals perceived their roles and practices (Franklin et 
al., 2009). 
Considering the importance of the role of school social worker and school 
counselors in systemically addressing the growing opportunity gap, emerging research on 
the efficacy of ISS interventions for a number of student outcomes, and the lack of 
published research on various factors that impact ISS implementation, the present study 
sought to understand the differences between school social work and school counseling 
practice in the context of a specific ISS intervention, i.e., City Connects. Specifically, the 
current study examined if and how school counseling and social work practice, in the 
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context of high-poverty, urban schools, differed in how they implemented a defined 
practice for which they received identical training.  
The City Connects Intervention 
The City Connects intervention provided the framework of a comprehensive 
model that utilized both school counselors and school social workers, allowing for a 
direct examination of how profession impacted the implementation of theoretically-
guided practices for student support in high-poverty, urban districts. Every Coordinator 
received mentorship through a Program Manager who worked closely with Coordinators 
in each district, along with ongoing professional development (PD) aligned with a 
codified practice.  
Professional Development and Intervention Training 
The City Connects intervention provided numerous and continuous professional 
development opportunities for each of its participating districts, which consisted of 
trainings on the practice, implementation, and professional growth. All new Coordinators, 
both school counselors and school social workers, received three days of in-person 
training in the model at a single Training Institute the summer before the start of the 
academic year. For late starters, the same training was delivered on an individual or small 
group basis. During the three-day sessions, Program Managers and veteran Coordinators 
delivered inductive training on: (1) the theoretical basis of the intervention, (2) preparing 
and conducting key elements of the intervention, such as Whole Class Reviews (WCRs), 
(3) preparing and conducting Individual Student Reviews (ISRs), (4) building and 
maintaining community partnerships, (5) utilizing technology and introducing the 
intervention to teachers at the beginning of the school year. In the fall of their first year of 
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practice in the model, new Coordinators received six additional trainings designed to help 
them better understand and implement the practice throughout the academic year. These 
six additional fall sessions included more in-depth trainings on clarifying their role, 
conducting WCRs and ISRs, entering data, delivering health life skills curriculum, and 
building a professional learning community.  
Both new and returning Coordinators also received in-service, group-based 
professional development and trainings throughout the school year. Program Managers 
scheduled and delivered seven sessions in the fall and eleven sessions in the spring, with 
these PDs typically occurring every other week for veteran districts and weekly for newer 
districts. During the first two years of district implementation, the content and order of 
PDs were more explicit. In year three and beyond of district implementation, the order of 
PD delivery was set, but less prescriptive, with Program Managers given leeway to 
choose from a library of PDs to adapt the training to their respective district needs. Most 
trainings were in-person, though a few were offered as online modules (e.g., data 
security). See Table 3 for a breakdown of yearly PDs depending on implementation year.  
Table 3 
Professional Development Yearly Plan for City Connects Implementation  
Year 1 Year 2 Year 3 + 
Fall (6 sessions plus 1 
required online): 
• Data Security (online) 
1. WCR: Gathering data to 
inform professional 
judgement  
2. Academics: Exploring 
district strategies 
3. ISR: Preparing, facilitating, 
and following up  
4. WCR: Early childhood 
Fall (6 sessions plus 1 
required online): 
• Data Security (online) 
1. Introduction to Fidelity 
System 
2. WCR: Teachers as Allies 
3. Academics: Exploring 
District Strategies 
4. ISR Case Consultancy 
Model 
5. Tailoring Services  
Fall (6 sessions plus 1 
required online): 
• Data Security (online) 
1. Goal setting  
2. 1 PD on WCR 
3. 1 PD on ISR 
4. 1 PD on Community 
Partnerships  
5. 1 PD on a domain of 
your choice, case 
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Year 1 Year 2 Year 3 + 
5. Organizing community 
partnerships with the 
resource analysis structure 
grid 
6. Families: The critical role 
of families in student 
support 
 
Spring (8 sessions plus 3 
online required):  
• Running your Midyear 
Report (online) 
• Re-tiering (online) 
• Transitions (online) 
7. Incorporating the Strengths 
and Needs Report to 
Inform Practice & Telling 
Your Midyear Story: 
Midyear Report 
8. Summer Services Fair 
9. Health and Wellness: Case 
Consultancy or Outside 
Provider 
10. Cultural Competency 
11. Specialized topic: District 
Academic Strategies for 
ELL, Special Education or 
Early Childhood  
12. Social, Emotional, 
Behavioral: Social and 
Emotional Learning 
13. Maximizing Year-End 
Impact 
14. Closing School 




6. Families: Case 







Spring (8 sessions plus 3 
online required): 
• Running your Midyear 
Report (online) 
• Re-tiering (online) 
• Transitions (online) 
7. Incorporating the 
Strengths and Needs 
Report to Inform Practice 
& Telling Your Midyear 
Story: Midyear Report 
8. Summer Services Fair 
9. Specialized topic: 
Focusing on Strengths 
10. Health and Wellness: 
Case Consultancy or 
Outside Provider 
11. Working in Diverse 
Schools 
12. Social, Emotional, 
Behavioral: Trauma-
informed Approach 
13. Maximizing Year-End 
Impact 
14. Closing School 
Intentionally & End of 
Year Review  
consultancy or outside 
provider 
6. One PD on a different 
domain of your choice, 




Spring (8 sessions 
recommended plus 3 online):  
• Running your Midyear 
Report (online) 
• Re-tiering (online) 
• Transitions (online) 
7. Telling your Midyear 
Story & Strengths and 
Needs Report 
8. Summer Services 
9. One PD on a third 
domain, case consultancy 
or outside provider 
10. One PD on the fourth 
domain, case consultancy 
or outside provider 
11. Working in Diverse 
Schools or Cultural 
Competency  
12. Specialized topic (EC, 
Sp. Ed. or ELL) 
13. Maximizing Year-end 
Impact  
14. Closing School 
Intentionally & End of 
Year Review  
Coordinators also received individual coaching at their respective schools during 
one-hour, in-person meetings with their Program Manager. Beginning Coordinators met 
with their respective Program Managers on a weekly basis for the first six months of the 
academic year before transitioning to biweekly meetings for the remainder of the 
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academic year, while more advanced Coordinators met with their respective Program 
Managers on a biweekly basis throughout the academic year. For these coaching sessions, 
Program Managers were provided with guidelines that directed the content of the 
supervisions. For instance, Program Managers and Coordinators spent the majority of 
these meetings exploring the following core intervention processes: WCR (preparing, 
conducting, referring, record-keeping), ISR (referrals to Student Support Team, 
facilitation successes/challenges, referrals for services, record-keeping), community 
partnerships (successes in accessing services, gaps and/or identified needs, record-
keeping), family connections, and transitioning students. Coaching sessions also covered 
programmatic responsibilities (opening/closing of school, health and wellness, school 
climate, record-keeping and use of data), school-based and citizenship responsibilities 
(small social skills groups, school/classroom/crisis intervention, school duties and 
responsibilities, school-wide initiatives and priorities), and areas of further professional 
development (strategies for organization, time management, role clarification, self-care, 
successes/challenges in communicating with key stakeholders, checking in on 
Performance Review goals).  
Implementation 
Part of the City Connects’ codified practice included the WCR, where 
Coordinators met with every teacher at the beginning of each academic year to 
collaboratively review and identify each students’ individual strengths and needs across 
the four developmental domains (e.g., social emotional, family, health, and academic). 
Student strengths and needs were used to group students into three tiers: (1) Tier 1 – 
strengths and minimal risks, (2) Tier 2 – strengths and mild to moderate risks, (3) Tier 3 – 
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strengths and severe risk. Then, utilizing the data collected from the reviews, 
Coordinators and teachers formed an individualized and tailored support plan for each 
student. Coordinators subsequently located the appropriate services, contacted families 
with the resources and information, and followed up with teachers at least two times 
before the end of the academic year to reflect on progress and track growth. For students 
identified as having intensive needs, ISRs took place, where Coordinators collaborated 
with a wider team of student support professionals to ensure additional supports and 
services. On a systems level, Coordinators maintained partnerships with community 
agencies, advocated for families and students, and communicated with teachers and 
principals while helping with tasks that supported the daily functioning of the school. 
Positive impacts of the intervention on student achievement and thriving have been 
established (Walsh et al., 2014). See Figure 1 below for a diagram demonstrating the core 
processes of the City Connects Intervention.  
Figure 1 
Diagram of the City Connects Intervention Process 
 
 71 
 To ensure accountability and fidelity, the City Connects intervention required 
Coordinators to complete checklists on core processes at certain timepoints throughout 
the academic year. Coordinators were also expected to meet specific benchmarks 
throughout the academic year. Examples include: completing half of WCRs by 
November and 100% of WCR by January, identifying approximately 8-10% of all 
students for ISRs, re-tiering all students in the spring, and completing all data entry in 
time for the end-of-year data deadline in June (i.e., updating all services, ISRs, 
identifying new students who needed to receive WCRs, flagging students of concern at 
the end of the academic year for follow-up in the fall).  
Research Design: Sequential Explanatory Mixed Methods 
This study utilized a sequential explanatory mixed method research design to 
explore how Coordinator profession (i.e., school counselor, school social worker) 
impacted perceptions of and actual intervention implementation (e.g., assessing and 
identifying student strengths and needs, delivering and tailoring supports and services, 
collaborating with communities and families). In line with a sequential explanatory 
design, quantitative data collection and analysis occurred first before examining and 
using qualitative data to further explain and elaborate upon quantitative findings 
(Creswell & Creswell, 2017; Creswell, Plano Clark, Gutmann, & Hanson, 2003). Results 
were integrated and compared with more weight given to quantitative data, with the 
qualitative data further informing quantitative results (Creswell et al., 2003; Creswell & 
Creswell, 2017). The combination of quantitative and qualitative approaches allowed for 
a more nuanced understanding of the research questions than if either methodology had 
been used alone (Creswell & Plano Clark, 2007; Onwuegbuzie, Turner, & Johnson, 
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2007). Using a sequential explanatory mixed methods study design that is informed by 
the literature also helped provide a more complex and deeper understanding of how 
school social workers and school counselors implemented the same comprehensive 
student support intervention. 
Figure 2 
Diagram of the Process of a Sequential Explanatory Mixed Methods Design 
 
Research Questions and Hypotheses 
Due to the research detailing how the current efficacy of both professions can be 
negatively impacted by the number of students on their caseload (ASCA, 2019a; Borders 
& Drury, 1992; Burnham & Jackson, 2000; Kelly et al., 2015b; Mustaine, Pappalardo & 
Wyrick, 1996; Partin, 1993; Thompson, Frey & Kelly, 2019) and by the number of years 
of practice (Brott & Myers, 1999; Kelly et al., 2015b; Scarborough & Culbreth, 2008; 
Sink & Yillik-Downer, 2001; Thompson et al., 2019), both number of students served 
and years of practice were used as covariates for all quantitative analyses. The following 
research questions and hypotheses were explored.  
Research Question 1: Developmental Domain of Student Service Referrals  
Is there a significant relationship between Coordinator profession (i.e., school 
social worker, school counselor) and the mean number of student service referrals in each 
developmental domain (i.e., mental health services, academic, family), controlling for 









• Null Hypothesis 1: There is no significant relationship between Coordinator 
profession (i.e., school social worker, school counselor) and the mean number of 
student service referrals in each developmental domain (i.e., social-emotional-
mental health services, academic, family), controlling for years of practice at City 
Connects and number of students served. 
• Hypothesis 1a: School social workers will have a significantly higher mean 
number of student service referrals in the social-emotional domain (i.e., mental 
health services) than school counselors, controlling for years of practice at City 
Connects and number of students served.  
• Hypothesis 1b: School counselors will have a significantly higher mean number 
of student service referrals in the academic domain than school social workers, 
controlling for years of practice at City Connects and number of students served.  
• Hypothesis 1c: School social workers will have a significantly higher mean 
number of student service referrals in the family domain than school counselors, 
controlling for years of practice at City Connects and number of students served.  
Research Question 2: Intensity Level of Student Service Referrals 
Is there a significant relationship between Coordinator profession (e.g., school 
counselor, school social worker) and the mean number of student service referrals 
labelled as each intensity level (i.e., prevention/early intervention, intensive/crisis 
intervention), controlling for years of practice at City Connects and number of students 
served?  
• Null Hypothesis 2: There is no significant relationship between Coordinator 
profession (e.g., school counselor, school social worker) and the mean number of 
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student service referrals labelled as each intensity level (i.e., prevention/early 
intervention, intensive/crisis intervention), controlling for years of practice at City 
Connects and number of students served.  
• Hypothesis 2a: School social workers will have a significantly higher mean 
number of student service referrals that are labelled as intensive/crisis intervention 
than school counselors, controlling for years of practice at City Connects and 
number of students served. 
• Hypothesis 2b: School counselors will have a significantly higher mean number 
of student service referrals that are labelled as prevention and early intervention 
than school social workers, controlling for years of practice at City Connects and 
number of students served. 
Research Question 3: Service Provider of Student Service Referrals  
Is there a significant relationship between Coordinator profession (e.g., school 
counselor, school social worker) and the mean number of student service referrals in each 
service provider type (i.e., community-provided, school-provided, Coordinator-provided), 
controlling for years of practice at City Connects and number of students served?  
• Null Hypothesis 3: There is no significant relationship between Coordinator 
profession (e.g., school counselor, school social worker) and the mean number of 
student service referrals in each service provider type (i.e., community-provided, 
school-provided, Coordinator-provided), controlling for years of practice at City 
Connects and number of students served.  
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• Hypothesis 3a: School social workers will have a significantly higher mean 
number of community-provided student service referrals than school counselors, 
controlling for years of practice at City Connects and number of students served.  
• Hypothesis 3b: School counselors will have a higher mean number of school-
provided student service referrals than school social workers, controlling for years 
of practice at City Connects and number of students served. 
• Hypothesis 3c: School social workers will have a significantly higher mean 
number of Coordinator-provided student service referrals than school counselors, 
controlling for years of practice at City Connects and number of students served.  
Research Question 4: Self-perception of Role and Impact 
Is there a relationship between Coordinator profession (e.g., school counselor, 
school social worker) and how they perceive their roles or their impact on their work with 
students?  
• It is hypothesized that school social workers will emphasize their clinical tasks for 
students with intensive needs, while school counselors will emphasize their 
academic and/or comprehensive focus when describing their roles as City 
Connects Coordinators. It is also hypothesized that both professions will perceive 
their current impact as Coordinators to be wider in scope and increased in 
effectiveness when compared to their impact in their previous experiences 
working outside of the City Connects model. The qualitative analysis will be 
utilized to give further depth to the quantitative findings, in accordance with a 




The final sample of participants for this study included 67 Coordinators from four 
Public districts and three Catholic districts. Table 4 provides further detail on the 
breakdown of Coordinator profession per district. Inclusionary criteria included master’s 
level school counselors and master’s level social workers. Exclusionary criteria included 
master’s level mental health counselors with no school counseling licensure, participants 
who did not identify their profession, schools with multiple Coordinators, and schools 
with late City Connects implementation start dates. A total of twenty Coordinators were 
excluded from the final sample: sixteen due to exclusionary criteria and four due to the 
sensitivity of multivariate analysis of covariance (MANCOVA) analyses to significant 
outliers in smaller samples, which will be further explained in Chapter Four.  
Table 4 
Number of Coordinators per Profession per District Within Quantitative Sample 
 District  
 A B C D E F G Total 
Coordinators 17 12 1 14 10 5 8 67 
SSW (N) 9 3 1 3 4 3 4 27 
SC (N) 8 9 0 11 6 2 4 40 
 
School and Student Characteristics 
Demographic information came from student-level data taken from school district 
records for the academic year 2017-18. Table 5 presents demographic data for each of the 
participating districts. Student characteristics varied per district, though the majority of 
districts served approximately similar percentages of gender and higher, if not majority, 
populations of ethnic minority and free/reduced lunch qualifying students.  
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Table 5 
Student Demographic Characteristics of Quantitative Sample 
 District 
 A B C D E F G H 
Students (N) 5489 3133 407 4854 844 2143 1493 2943 
% Female 47.9 52.4 53.3 48.5 49.8 51.7 47.6 48.4 




86.4 53.4 21.4 78.3 99.3 92.1 98.8 91.8 
% Special 
Education 16.3 2.9 10.4 16.7 1.0 5.6 17.0 65.7 
Race         
% Black 31.8 28.2 18.5 20 70.1 21.8 30.6 29 
% White 15.7 20 57.5 9.9 1.1 20.3 1.5 63.1 
% Asian 11.2 5.5 1.7 1.6 0.0 4.0 1.0 3.1 
% Hispanic 36.9 21 13.1 65.4 0.5 43.2 63.1 2.4 
% Multi-Race 
Non-     
Hispanic/Other 
4.4 25.3 9.2 3.1 28.3 10.7 3.8 2.4 
 
Qualitative Sample 
Participants included Coordinators from six Public districts in 50 schools from the 
2017-2018 academic year who consented and participated in this study. Thirty-three 
Coordinators (37% of those invited) participated in the collection of written reflection 
data. Professional identity of the participating Coordinators included: school counselor 
(N=9), counseling/psychology with school counseling certification (N=6), social work 
(N=13), counseling psychology (N=3), unidentified (N=2).   
Based on inclusionary and exclusionary criteria from the quantitative sample, the 
final sample also included Coordinators trained as: school counselors or counselors with 
school counseling licensure (N=15) and social workers (N=13).  
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Procedures 
 This study utilized archived data that was collected for evaluation of the City 
Connects intervention. The Boston College Institutional Review Board (IRB) as well as 
all participating district IRBs approved the data collection plan. Throughout the 
collection and analysis process, all data had been de-identified with internal identifiers.  
Quantitative Procedure 
The quantitative data used in this current study came from data entered by 
Coordinators into the Student Support Information System (SSIS) database, a web-based 
data management system developed specifically for the City Connects model. SSIS is a 
web-based data management system that helped organize and securely collect student 
data, allowing the City Connects intervention to streamline data collection by 
documenting referral and service delivery, tracking follow through, and monitoring 
progress. Coordinators were responsible for recording and tracking each child’s tailored 
support plan in SSIS. 
To account for fidelity of implementation and data-based practices, Coordinators, 
depending on the start of their respective academic years, were expected to have 
completed and documented 50% of their WCRs and supporting services into SSIS 
approximately by the first weeks of November. 100% of their WCRs and supporting 
services were expected to be completed and entered into SSIS approximately by January. 
Generally, Coordinators were expected to enter and record all data related to any and all 
referred and delivered services into SSIS within two weeks of the relevant action, 
allowing for accountable and continuous data-tracking and monitoring.  
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Qualitative Procedure  
The qualitative data used in this current study came from a larger research project 
that sought to examine the experiences of Coordinators as they implemented the City 
Connects intervention. The written reflection exercise was developed to help 
Coordinators elaborate upon their thoughts and experiences within their roles in the City 
Connects intervention. Informed consent was obtained from all participants. All 
responses were de-identified and anonymized. 
Data Collection 
Two rounds of a written reflection exercise were anonymously collected in 
Fall/Winter 2017-18. The first round of qualitative data collection occurred in-person in 
Fall 2017. Coordinators from one Public district attending in-person professional 
development trainings at a private University were asked to participate in a written 
reflection exercise during one of their sessions. Two post-doctoral researchers who had 
led trainings earlier that day introduced the activity, distributed and explained the 
informed consent and exercise, and remained in the room to address any concerns or 
questions. The second round of qualitative data collection took place online in early 
2018. All Coordinators in Public districts were invited to participate and sent an 
electronic version of the same questions through the Qualtrics online platform. 





All quantitative data came from SSIS from the 2017-18 academic year. The three 
dependent variables of interest within SSIS included: (1) Developmental Domain 
(academic, family, mental health services), (2) Intensity Level (services labelled as 
prevention/early intervention, intensive/crisis intervention), and (3) Service Provider 
(school-provided, community-provided, Coordinator-provided services). The two control 
variables that were included in all analyses were number of students served and years of 
practice with the City Connects intervention.  
Developmental Domain 
Developmental Domain represented the developmental domain that the service 
was intended to support: academic, family, social-emotional (i.e., mental health services), 
or health. To more accurately align with the literature and after consultation with two 
intervention practitioners, services in the mental health domain were differentiated from 
the broader category of services labelled as falling within the social-emotional domain. 
Students could receive services in more than one domain. Coordinators were also 
expected to have at least two community partners per severity level within each domain. 
Developmental Domain was measured as the number of student service referrals that are 
labelled as academic, family, and mental health services.  
Intensity Level 
Intensity Level represented which of the three intensity levels that the service 
intended to support: (a) prevention and enrichment (e.g., after-school, youth 
development, or academic and arts enrichment programs) to support healthy development 
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and prevent the occurrence of difficult problems, (b) early intervention (e.g., behavioral 
and social skill interventions, tutoring) to intervene at initial onset of difficulties and 
decrease risk of symptom escalation, and (c) intensive or crisis intervention (e.g., 
counseling, health/medical, psychiatric or attendance services) to provide high intensity 
services to high-need students. Intensity Level was measured as the number of student 
service referrals that were labelled as prevention/early intervention or intensive 
intervention.  
Service Provider  
Service Provider distinguished between school-provided, community-provided, 
and Coordinator-provided services. School-provided services were services funded for or 
delivered by the school (e.g., vision screenings by the school nurse), while services that 
Coordinators specifically delivered themselves to students were designated with 
Coordinators as the provider even if they fell within the category of school-provided 
services. On the other hand, community-provided services ere services that community 
agencies delivered, regardless of service delivery location or time (school, home, or in the 
community). School-, community-, and Coordinator-provided services included labels 
that helped Coordinators define the type of service students received. One example 
includes academic support, or a “community-based academic support that is not a regular 
academic after-school program” (e.g., representative-provided classroom-based supports, 
agency-provided after-school academic supports). This list of services also provided the 
total number of community partners in each school, as well as the number of services per 
student. Service Provider was measured as the number of student service referrals that 
were labelled as community-provided, school-provided, or Coordinator-provided. See 
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Table 6 below for a breakdown of the services across developmental domains and service 
provider.  
Table 6 













• Counseling: Student (school-provided) 
• Crisis intervention (school-provided) 
• Psycho-social group 
• Violence intervention 
Community-
provided 
• Counseling: Family 
• Counseling: Student (community-provided) 
• Crisis intervention (community-provided) 
• Intensive Care Coordination (ICC) 
• Psychiatric services 
• Therapeutic mentoring 




• Academic classroom support 
• Enrichment: Arts (school-provided) 
• Individual tutoring (school-provided) 
• Informal screening/diagnostic 
• Literacy intervention 
• Math intervention 
• School vacation program (school-provided) 
• Special education evaluation 
• Summer programming: Academic 
• 504 Plan 
Community-
provided 
• Academic support 
• Enrichment: Academic 
• Enrichment: Arts (community-provided) 
• ESL 
• Independent evaluation 
• Individual tutoring (community-provided) 
• School vacation program (community-provided) 
• Summer programming: Academic 
• 504 Plan 
Family School-provided 
• Attendance support (school-provided) 
• ESL-Parent/Family 
• Family Assistance 
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• Family conference/meeting 
• Parent/Family donations 
• Parent/family engagement 
• School schedule Accommodation 
• Student/family transition assistance 
Community-
provided 
• Attendance Support (community-provided) 
• Parent/Family donations 
• Parent/Family support 
 
Covariates: Number of Students Served and Coordinator Years of Practice 
As both caseload (ASCA, 2019a; Borders & Drury, 1992; Burnham & Jackson, 
2000; Kelly et al., 2015b; Mustaine, Pappalardo & Wyrick, 1996; Partin, 1993; 
Thompson, Frey & Kelly, 2019) and years of practice (Brott & Myers, 1999; Kelly et al., 
2015b; Scarborough & Culbreth, 2008; Sink & Yillik-Downer, 2001; Thompson et al., 
2019) have been shown to impact efficacy, all quantitative analyses controlled for both 
factors. City Connects documented the number of students and Coordinators in each 
school implementing the intervention. Most schools were assigned only one Coordinator, 
though this assignment varied by district and school; only schools assigned one 
Coordinator were included in this study. Coordinators were also asked to self-report their 
years of practice with City Connects. It should be noted that Coordinators were asked to 
report years of practice with City Connects and not total years of practice.  
Qualitative Measure 
All qualitative data was taken from Fall/Winter 2017-18 from two rounds of 
written reflection exercises seeking to understand the experiences of Coordinators as they 
implemented the City Connects intervention. Both rounds consisted of the same six open-
response questions and took approximately 45 minutes to complete. Below are the six 
open-response questions that made up the written reflection exercise: 
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1. Please write about the work you do as a City Connects Coordinator. 
Describe your role as if you are explaining it to a new graduate who wants 
to know about what it’s like to work for City Connects. 
2. How satisfied are you with the work that you do as a Coordinator? What 
do you find satisfying about your work?   
3. Do you believe that the City Connects model increases the impact that you 
are able to have on students in your school? If so, how?   
4. What keeps you energized in your work as a Coordinator? 
5. How would you compare your satisfaction and the impact you are able to 
have as a City Connects Coordinator to your past experiences (including 
training experiences) working outside of the City Connects model?  
6. What do you think are the barriers to satisfaction in your work as a 
Coordinator? 
This study focused specifically on the following three open-response questions 
from the reflection activity (questions 1, 3, 5). These three questions were selected due to 
their relevance to the Coordinator role and to eliciting responses that asked for 
Coordinators to compare their current roles to their past roles.  
1. Please write about the work you do as a City Connects coordinator. 
Describe your role as if you are explaining it to a new graduate who wants 
to know about what it’s like to work for City Connects. 
2. Do you believe that the City Connects model increases the impact that you 
are able to have on students in your school? If so, how?   
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3. How would you compare your satisfaction and the impact you are able to 
have as a City Connects coordinator to your past experiences (including 
training experiences) working outside of the City Connects model?  
Data Analysis 
A sequential explanatory design was used to separately collect and analyze 
quantitative and qualitative data. Quantitative analyses were conducted using IBM SPSS 
Statistics 25 (IBM Corp, 2017) and qualitative analyses were conducted using Atlas.ti 8. 
A more detailed description of this process and the corresponding statistics are presented 
in the following chapter. Specifically, this study sought to understand the practices of 
Coordinators and the: (1) developmental domain of student service referrals (i.e., mental 
health, academic, family), (2) risk level of student service referrals (i.e., crisis/intensive 
intervention, prevention/early intervention), (3) service provider of student service 
referrals (i.e., community-provided, school-provided, Coordinator-provided), and (4) 
self-perceptions of their impact on and work with students.  
To achieve the aims of this study, first, preliminary quantitative analyses 
examined sample characteristics: frequency, mean, standard deviation, range, and 
distributions of all independent, dependent, and covariate variables (Tabachnick & Fidell, 
2001). Multivariate analysis of covariance (MANCOVA) and independent t-test analyses 
were then determined to be the best statistical analysis fit for the data and were utilized to 
demonstrate quantitative findings. Due to the sensitivity of MANCOVA analyses to 
violations of univariate and multivariate normality, a square root transformation for all 
dependent variables was warranted and four significant outliers were removed from the 
dataset (Tabachnick & Fidell, 2001; Tabachnick & Fidell, 2013). Correlations then 
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determined the strength of the relationship between independent (Coordinator profession) 
and dependent variables (Developmental Domain, Intensity Level, Service Provider) 
(Tabachnick & Fidell, 2001; Tabachnick & Fidell, 2013).  
Follow-up qualitative results were then analyzed to better understand the results 
from the quantitative analyses. Content analysis was selected as the most appropriate 
qualitative methodology due to its systematic approach to coding and categorizing that 
reveals the frequency, significance, and themes of qualitative data (Gbrich, 2007; Pope, 
Ziebland & Mays, 2006; Vaismoradi, Turunen, & Bondas, 2013). Specifically, this 
methodology begins with data immersion to gain a holistic sense of the data and shifts to 
open coding, repeated coding, and the eventual grouping of related codes into categories 
or themes (Elo & Kyngas, 2008). Content analysis is a reflective, iterative process 
(Erlingsson & Brysiewicz, 2017). Most importantly, content analysis views data in 
context, seeking to find meaning and connection in the content and across the backdrop 
of participants’ contexts (Krippendorff, 2018). Additionally, the researcher is a vital 
component of this approach who brings to the analysis a broader understanding of the 
context within which the participants are operating and allows for richer interpretation 
and inference (Downe-Wamboldt, 1992).   
Research Question 1: Developmental Domain of Student Service Referrals  
One-way multivariate analysis of covariance (MANCOVA) analyses determined 
if Coordinator profession (school counselor or social worker) was significantly associated 
with higher mean numbers of mental health, academic, or family student service referrals 
after controlling for Coordinator years of practice with City Connects and number of 
students served. One-way MANCOVA analyses required an independent variable with 
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two or more categorical groups, as well as one or more covariates and two or more 
continuous dependent variables measured at the interval or ratio level (Tabachnick & 
Fidell, 2013). School counselor or school social worker were the two categorical groups 
of the independent variable of profession; the number of Coordinator years of practice 
with City Connects and the number of students served were the continuous covariates 
measured at the ratio level (where a value of zero indicates the absence of the variable); 
the number of referred mental health, academic, and family services were the continuous 
dependent variables measured at the ratio level (Tabachnick & Fidell, 2013). The 
covariates of number of students served and years of practice were included to account 
for the impact that research has demonstrated both factors have on school social work and 
school counseling efficacy (ASCA, 2019a; Kelly et al., 2015b; Scarborough & Culbreth, 
2008; Sink & Yillik-Downer, 2001; Thompson et al., 2019). 
Research Question 2: Risk Level of Student Service Referrals  
One-way multivariate analysis of covariance (MANCOVA) analyses determined 
if Coordinator profession (school counselor or social worker) was significantly associated 
with higher mean numbers of crisis/intensive intervention or prevention/early 
intervention student service referrals after controlling for Coordinator years of practice 
with City Connects and number of students served. One-way MANCOVA analyses 
required an independent variable with two or more categorical groups, as well as one or 
more covariates and two or more continuous dependent variables measured at the interval 
or ratio level (Tabachnick & Fidell, 2013). School counselor or school social worker 
were the two categorical groups of the independent variable of profession; the number of 
Coordinator years of practice with City Connects and the number of students served were 
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the continuous covariates measured at the ratio level (where a value of zero indicates the 
absence of the variable); the number of referred crisis/intensive intervention and 
prevention/early intervention services were the continuous dependent variables measured 
at the ratio level (Tabachnick & Fidell, 2013). The covariates of number of students 
served and years of practice were included to account for the impact that research has 
demonstrated both factors have on school social work and school counseling efficacy 
(ASCA, 2019a; Kelly et al., 2015b; Scarborough & Culbreth, 2008; Sink & Yillik-
Downer, 2001; Thompson et al., 2019). 
Research Question 3: Service Provider of Student Service Referrals  
Independent samples t-test analyses determined if Coordinator profession (school 
counselor or social worker) was significantly associated with a difference in the mean 
number of community-provided and student-provided services to students. Independent 
samples t-test analyses required an independent variable with two or more categorical 
groups, as well as a continuous dependent variable measured at the interval or ratio level. 
School counselor or school social worker were the two categorical groups of the 
independent variable of profession, while the number of referred community-provided 
and student-provided services were the continuous dependent variables measured at the 
ratio level (where a value of zero indicates the absence of the variable). The covariates of 
number of students served and years of practice were included to account for the impact 
that research has demonstrated both factors have on school social work and school 
counseling efficacy (ASCA, 2019a; Kelly et al., 2015b; Scarborough & Culbreth, 2008; 
Sink & Yillik-Downer, 2001; Thompson et al., 2019). 
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Research Question 4: Self-perception of Role and Impact 
In accordance with a sequential explanatory mixed methods design, the SSIS 
quantitative data were analyzed first. Content analysis of the qualitative open-ended 
assessment data subsequently elaborated upon and further informed quantitative findings 
(Creswell & Creswell, 2017; Hammarberg, Kirkman, & de Lacey, 2016). To reiterate, 
qualitative data were analyzed to further explain with greater nuance and detail 
Coordinators’ perceptions of their own roles within and their impact through an 
integrated student support model. Open-ended responses were split between school 
counselor and social work responses and transferred into Word documents with all 
identifying information removed (e.g., school and staff names). Responses were split by 
profession to allow for further depth and nuance in the qualitative analysis and 
interpretation. The open responses were analyzed in Atlas-ti 8 using the content analysis 
qualitative research methodology to further address Research question 4: What is the 
relationship between Coordinator profession (e.g., school counselor, school social 
worker) and how they perceive their roles or their impact on their work with students? 
The results from the sequential analysis of the SSIS data and the open-ended assessment 
data were then integrated and compared, with more weight given to quantitative data 
(Creswell & Creswell, 2017).  
Using content analysis simultaneously with the constant comparison method, the 
codebook and major qualitative findings were finalized after multiple iterations of the 
following process: (1) beginning with reading through the responses from each of the 
three open-ended questions to become familiarized with the data, (2) using open coding 
to pull for initial codes by paying attention to in vivo codes and using gerunds that 
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comprised the initial codebook, (3) coding the data sentence by sentence with initial 
codes from the initial codebook, (4) constantly comparing the codes, data, and codebook, 
and refining code definitions, (5) coding again with updated codes, (6) noting frequent 
and significant codes, (7) addressing discrepancies and convergences between the codes 
and the data, (8) updating the codebook and coding accordingly, (9) noting relationships 
between frequent and significant codes and then grouping them into categories, (10) 
addressing discrepancies and convergences between the categories, codes, and the data, 
and (11) updating codes, coding, and categories accordingly (Charmaz, 2008; Cho & Lee, 
2014; Nowell, Norris, White & Moules, 2017; Walker & Myrick, 2006). Frequent codes 
are defined as codes that emerge from the data fairly consistently, while significant codes 
are defined as codes that may not emerge as frequently, but are still meaningful due to 
their provocative nature that evokes further reflection and attention (Saldana, 2016). 
Discrepancies were addressed by utilizing the constant comparison method to 
consistently and repeatedly compare the data to the codes and categories, updating the 
meaning of the codes and categories, and creating memos regarding why decisions were 
made and how codes related to data, categories, and themes (Charmaz, 2008; Nowell et 
al., 2017).  
The integrity and rigor of the content analysis was established through an 
examination of the trustworthiness, credibility, applicability, and consistency of the 
analysis (Leininger, 1994). Trustworthiness was established through the rich description 
of the research procedure and data management process (Kitto, Chesters, & Grbich, 
2008). Credibility was established through the use of reflexivity, triangulation of 
quantitative and qualitative data, detailed description of the qualitative analysis, and 
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direct quotations (Sandelowski, 1986). Applicability of the findings was established 
through homogeneous sampling from Coordinators of both school counseling and school 
social work training backgrounds implementing the City Connects intervention in the 
same academic year (Hammarberg et al., 2016). Consistency was established through the 
use of constant comparison, exploration of unexpected or contrary findings, and method 
triangulation (Brown, 2001; Hammarberg et al., 2016; Silverman, 2009).   
Post-hoc Analyses 
Subsequent post-hoc analyses provided further detail and exploration of the mixed 
methods analyses results. First, using the same quantitative dataset as the primary 
analyses, two-way multivariate analyses of variance examined the interaction of 
profession with years of practice and number of students served. Second, Fisher’s exact 
and Fisher-Freeman-Halton exact analyses examined the relationship between profession 
and various factors from a separate dataset composed of responses from an annual 
Coordinator assessment. Further details on post-hoc methods, datasets, and procedures 
are provided below.   
Interaction of Profession with Years of Practice and Number of Students Served 
Using the same quantitative data and sample from the 2017-18 SSIS data, two-
way multivariate analyses of variance were conducted to examine the interaction of the 
independent variables of profession and years of practice, and of profession and number 
of students served. In other words, this post-hoc analysis sought to understand whether 
the effect of profession on developmental domain, intensity level, and service provider of 
referrals was dependent on either the number of years of practice or number of students 
served.  
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First, to examine the interaction of profession and years of practice, two-way 
MANOVA analyses sought to answer whether, depending on the Coordinator’s years of 
practice, there was a difference in the developmental domain (mental health, academic, 
family), the intensity level (prevention/early intervention, intensive intervention), and the 
service provider (community, school, Coordinator) of referrals. To accomplish this, 
profession served as one independent categorical variable, while years of practice was 
treated as the second independent variable (in contrast to being a covariate in the primary 
analyses) (Pallant, 2010). Two-way MANOVA analyses created and examined the 
interaction of profession with Coordinator years of practice to determine whether there 
was a statistically significant interaction effect between profession and years of practice 
on the developmental domain, intensity level, or service provider of service referrals 
(Pallant, 2010). For non-significant interactions, main effects were subsequently 
examined; statistically significant main effects used the Tukey post-hoc method to more 
specifically examine where the difference might lie within the factors (Pallant, 2010).  
Second, to examine the interaction of profession and number of students served, 
two-way MANOVA analyses sought to answer whether, depending on the number of 
students served by the Coordinator, there was a difference in the developmental domain 
(mental health, academic, family), the intensity level (prevention/early intervention, 
intensive intervention), and the service provider (community, school, Coordinator) of 
referrals. Profession served as one independent categorical variable, while number of 
students served was treated as the second independent variable (in contrast to being a 
covariate in the primary analyses) (Pallant, 2010). Two-way MANOVA analyses created 
and examined the interaction of profession with the number of students served to 
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determine whether there was a statistically significant interaction effect between 
profession and number of students served on the developmental domain, intensity level, 
or service provider of service referrals (Pallant, 2010). For non-significant interactions, 
main effects were subsequently examined; statistically significant main effects used the 
Tukey post-hoc method to more specifically examine where the difference lay within the 
factors (Pallant, 2010). 
Fisher’s Exact and Fisher-Freeman-Halton Exact Analyses 
Fisher’s exact and the Fisher-Freeman-Halton exact tests examined the 
association between profession and a separate dataset of data compiled from the same 
cohort of Coordinators in 2017-18. These post-hoc analyses sought to further understand 
and explore the relationship between Coordinator profession and various components of 
their roles and duties. Fisher’s exact and Fisher-Freeman-Halton exact analyses were 
used instead of chi-square tests because of the increased accuracy of results with smaller 
samples and because more than 20% of cells had expected frequencies of less than five 
(Leon, 1998; Lydersen, Pradhan, Senchaudhuri, & Laake, 2007).  
Sample. The sample of participants for this post-hoc analysis included 66 
Coordinators from seven Public districts and three Catholic districts. Table 7 provides 
further detail on the breakdown of Coordinator profession per district. Inclusionary 
criteria included master’s level school counselors and master’s level social workers. 
Exclusionary criteria included master’s level mental health counselors with no school 
counseling licensure and participants who did not identify their profession. A total of four 




Number of Coordinators per Profession per District Within Post-hoc Fisher Sample 
 District  
 A B C D E F G H I J Total 
Coordinators 15 7 6 11 8 7 2 2 3 1 66 
SSW (N) 8 1 1 4 2 6 2 2 2 1 29 
SC (N) 7 6 5 7 6 1 4 0 1 0 37 
 
Procedure. The quantitative data used for this post-hoc analysis came from data 
entered by Coordinators in an annual anonymous online assessment distributed at the end 
of the 2017-18 academic year to all Coordinators through the Qualtrics online platform. 
The assessment aimed to gather information from Coordinators regarding their 
satisfaction with the City Connects intervention, perceived impact, and their roles and 
work with certain populations. This formative evaluation provided helpful feedback on 
the intervention for both the implementation and evaluation research teams, and also 
helped Coordinators identify the strengths and areas of improvement in both their own 
and the City Connects practice. The assessment took approximately 15 minutes to 
complete 24 total open-response or selected-response items, e.g., Likert scale or Yes/No 
items.   
Measure. Coordinators reported the frequency of or involvement in the following 
selected-response questions related to their roles in the intervention: Coordinator Role, 
Community Partnerships, Health, Family Support, and Professional Development. For 
the purposes of this study, post-hoc analyses examined the items within the Coordinator 
Role, Community Partnerships, and Family Support sections. Table 8 shows the sections, 
items, response options and coding, and contingency tables analyzed in this study. See 
Appendix for the full Coordinator assessment. 
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Table 8 
Coordinator Assessment Items and Responses 




1. In general, how much of your time is devoted 
to City Connects Core program responsibilities 
such as: 
a. Whole Class/Whole Grade Review 
Process 
b. Student Support Team 
c. Connecting students to services 
d. Working with community partners 
e. Record-keeping (SSIS) 
2. In general, how much of your time is devoted 
to the following City Connects school and 
citizenship responsibilities such as: 
a. Providing coverage for school staff 
members  
b. Arrival, dismissal, and playground duty 
c. Behavior management with individual 
students 
d. Attending school meetings and 
participating on school committees 
4 – A great deal of 
my time 
3 – Some of my 
time  
2 - Not much of my 
time 
1 - Very little time 








1. Are you the main contact for community 
partners in the school? (Yes/No) 
2. How many new partnerships (beyond existing 
school relationships or partnerships from the 
previous year) did you form with community-
based organizations this year?  
5 - More than 10 
4 – 7-10 
3 – 4-6 
2- 1-3 






1. Indicate how frequently you work with 
families in the following ways: 
a. Serving as a point of contact for families 
in the school 
b. Reaching out to families on behalf of the 
school 
c. Supporting teachers in having difficult 
or sensitive conversations with families 
d. Connecting families to services (e.g., 
translation, housing, transportation) 
e. Making it easier for families to become 
more involved in their child’s education 
5 - Daily 
4 – Weekly 
3 – Monthly 
2 - A couple times 
a year 






Analysis. To run the Fisher’s and Fisher-Freeman-Halton exact tests, profession 
(school counselor, school social workers) was entered as the independent variable, while 
each of the items was entered as dependent variables. Depending on the Likert response 
options for each item, 2x2, 2x4, or 2x5 contingency tables were run as [school counselor, 
school social worker]x[assessment item with coded Likert responses]. The Bonferroni 
correction determined the corrected critical value to be p<.01 (critical value p<.05 
divided by 5 or the number of statistical tests), and was used for all five Fisher’s and 
Fisher-Freeman-Halton exact tests to adjust for the increased possibility of a false 
positive due to the repeated number of statistical tests (Type I error) (McDonald, 2014). 
Examination of the standardized residuals determined where the two professions 
statistically and significantly differed across items; larger positive standardized residuals 
indicated increased positive likelihood of association, while larger negative standardized 
residuals indicated increased negative likelihood of association.  
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Chapter 4: Results 
Preliminary Analyses for Quantitative Data 
 Prior to running MANCOVA analyses, preliminary assumption testing was 
conducted to check for normality, linearity, univariate and multivariate outliers, and 
multicollinearity (Tabachnick & Fidell, 2001). No serious violations were noted, with the 
exception of normality. The following section will characterize the data and detail the 
decisions made surrounding the data.  
First, all variables were screened for outliers and violations of normality. All 
dependent variables violated normality, were positively skewed, and had both skewness 
and kurtosis values that fell outside of the acceptable score range of -1.0 to 1.0 
(Tabachnick & Fidell, 2001). A square root transformation helped address univariate 
normality, but continued violations of skewness and kurtosis and further examination of 
box plots resulted in the detection and removal of four significant univariate outliers 
(Tabachnick & Fidell, 2001). The sensitivity of MANCOVA analyses to outliers in 
smaller samples, along with consultation with an intervention practitioner confirming 
these specific cases as known practice outliers, reinforced the decision to remove them 
from the dataset. Examination of scatterplots indicated no violations of linearity. There 
was no missing data to account for in the dataset.  
 Descriptive statistics then examined the frequency, mean, standard deviation, and 
range of all covariates and independent and dependent variables. A preliminary 
examination of the dependent variable of Developmental Domain (academic, mental 
health, family) demonstrated that school social workers were referring students to a 
higher mean number of academic services and lower mean number of mental health and 
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family services than school counselors. Furthermore, both school social workers and 
school counselors were referring students to a higher mean number of academic services, 
followed by family, and then mental health services. See Table 9 for the breakdown of 
the mean and standard deviation of the developmental domain of service referrals per 
profession. For the dependent variable of Intensity Level (early intervention/prevention, 
intensive intervention) of service referrals, school social workers were referring students 
to a higher mean number of intensive intervention services and a lower mean number of 
early intervention/prevention services compared to school counselors. See Table 10 for 
the breakdown of the mean and standard deviation of the intensity level of service 
referrals by profession. Additionally, for Intensity Level, both professions were referring 
students to a higher mean number of early intervention/prevention services than intensive 
intervention services. For the dependent variable of Service Provider (school, 
community, Coordinator), school social workers were referring students to a higher mean 
number of community-provided services, fewer mean number of school-provided 
services, and similar mean numbers of Coordinator-provided services compared to school 
counselors. See Table 11 for the breakdown of the mean and standard deviation of 
service provider referrals by profession. When examining the total number of referred 
services, school counselors were referring students to a higher mean number of services 
than school social workers. See Table 12 for the breakdown of the mean and standard 
deviation of total number of service referrals by profession. Preliminary patterns reveal 
differences in the mean number of referrals between professions; further analyses will 




Mean and Standard Deviation of Developmental Domain Service Referrals by Profession 
Profession Academic  Family  Mental Health  
 M SD  M SD  M SD N 
SSW 682.78 602.35  356.33 293.8  88.56 69.13 27 
SC 642.23 412.31  380.4 319.21  104.78 66.35 40 
 
Table 10 
Mean and Standard Deviation of Intensity Level Service Referrals by Profession 
Profession Prevention & Early Intervention  Intensive Intervention  
 M SD  M SD N 
SSW 2073.85 1405.72  270.7 192.69 27 
SC 2151.93 1007.89  241.15 186.6 40 
 
Table 11 
Mean and Standard Deviation of Service Provider of Referrals by Profession 
Profession School  Community  Coordinator  
 M SD  M SD  M SD N 
SSW 1529.33 1426.65  1315.48 909.45  158 206.14 27 
SC 1544.08 994  1052.33 743.92  157.78 83.78 40 
  
Table 12 
Mean and Standard Deviation of Total Number of Service Referrals by Profession 
Profession M SD N 
SSW 2382.26 1353.05 27 
SC 2476.03 1408.28 40 
 
 When examining the covariate of Coordinator years of practice, school social 
workers (M=2.15, SD=1.03) have a similar mean number of years of City Connects 
practice as school counselors (M=2.13, SD=1.14). Both professions have similar patterns 
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of City Connects practice experience, with more Coordinators in their first and second 
years of practice and fewer Coordinators with three or more years of practice with City 
Connects. Table 13 provides a more in-depth breakdown of the years of City Connects 
practice per professional training background. When examining the covariate of number 
of students served per Coordinator, school social workers had a higher mean number of 
students they were serving (M=321, SD=105.58) compared to school counselors (M=274, 
SD=109.22). Table 14 provides a more in-depth breakdown of number of students served 
per profession.  
Table 13 
Years of City Connects Practice by Profession in Quantitative Sample 
 N    
 1 year 2 years 3 years 4+ years Total  M SD 
Coordinators  25 18 14 10 67  2.18 1.07 
SSW  9 8 7 3 27  2.15 1.03 
SC  16 10 7 7 40  2.13 1.14 
 
Table 14 
Total Number of Students Served per Coordinator 
   Number of Students Served 
 N  Minimum N Maximum N M SD 
Coordinators 67  82 634 292.79 109.42 
SSW  27  101 634 321 105.58 
SC  40  82 551 274 109.22 
 
Correlation analyses determined the strength of the relationship between 
independent (Coordinator profession) and dependent variables (Developmental Domain, 
Intensity Level, Service Provider). For MANCOVA analyses, variables should be 
moderately and significantly correlated, with coefficient values approximately between .2 
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and .6; correlations above .8 would indicate multicollinearity and would warrant changes 
in the primary analyses (Tabachnick & Fidell, 2013). Developmental Domain variables 
were all significantly, positively, and moderately associated, and indicated that a higher 
number of family service referrals are moderately and significantly associated with 
academic service referrals [r(65)=.44, p<.001] than mental health service referrals 
[r(65)=.34, p<.001]. The Developmental Domain variables of family and mental health 
service referrals had the weakest, yet still moderate, significant correlation [r(65)=.32, 
p<.001]. Intensity Level variables (prevention/early intervention, intensive intervention) 
were also significantly, positively, and moderately associated with one another 
[r(65)=.37, p<.001]. None of the three Service Provider variables were significantly nor 
moderately associated with each other, indicating that a MANCOVA analysis would not 
be an appropriate fit for this data.  In this case, independent sample t-test analyses were 
determined to be more suitable. In brief, correlation matrices for all three dependent 
variables are presented below in Tables 15-17, with the Developmental Domain and 
Intensity Level variables suggesting a meaningful pattern of correlations appropriate for 
MANCOVA analyses, and the Service Provider variables suggesting a pattern of 
correlations more appropriate for independent samples t-test analyses.  
Table 15 
Pearson Correlation Coefficients for Developmental Domain Service Referrals 
 Academic Family Mental Health 
Academic 1 .44* .34* 
Family  1 32* 





Pearson Correlation Coefficients for Intensity Level of Service Referrals 
 Prevention/Early Intervention Intensive Intervention 
Early Intervention/Prevention 1 .37* 
Intensive Intervention  1 
**p<.01 
Table 17 
Pearson Correlation Coefficients for Service Provider of Service Referrals 
 School Community Coordinator 
School 1 .22 -.09 
Community  1 -.08 
Coordinator   1 
 
Lastly, regression analyses checked for multivariate outliers for the dependent 
variables of Developmental Domain and Intensity Level, given the sensitivity of 
MANCOVA analyses to this particular violation in the data. For the Developmental 
Domain variables, the Mahalanobis distance value was 11.01 and less than the critical 
value of 16.27 for three dependent variables, indicating no violations of multivariate 
normality (Pallant, 2010). For the Intensity Level variables, the Mahalanobis distance 
value was 7.58 and less than the critical value of 13.82 for two dependent variables, 
indicating no violations of multivariate normality (Pallant, 2010). At this point, all 
necessary changes had been made to the dataset and assumptions had been met in the 
preliminary analyses, allowing for the primary analyses to take place.  
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Primary Analyses 
Research Question 1: Developmental Domain of Student Service Referrals 
A one-way between-groups MANCOVA analysis was used to examine profession 
differences in the developmental domain of service referrals after controlling for number 
of students served and years of practice with City Connects. The independent variable 
was profession: school social work or school counselor. The two covariates were number 
of students served and years of practice with City Connects. The three dependent 
variables representing Developmental Domain were: academic, family, and mental health 
service referrals.  
First, Box’s Test [Box’s M=4.77, F(6, 20981)=.75, p=.61] had a significance 
value greater than .001, thus indicating no violations of the homogeneity of variance-
covariance matrices (Pallant, 2010). Levene’s test for the assumption of the equality of 
variance indicated no violations, with significance values greater than .05 for all three 
dependent variables (Pallant, 2010): academic [F(1, 65)=.52, p=.47], family [F(1, 
65)=.71, p=.40], and mental health [F(1, 65)=.14, p=.71]. Box’s and Levene’s test results 
confirmed that the interpretation of the MANCOVA analysis would be appropriate and 
correct.  
Ultimately, there was no statistically significant difference between school social 
workers and school counselors on the Developmental Domain dependent variables of 
academic, family, or mental health service referrals, F(3, 61)=.86, p=.47; Wilk’s 
Lambda=.96; partial eta squared=.04. In summary, after taking number of students served 
and years of practice with City Connects into account, school counselors and school 
social workers did not significantly differ in the developmental domain of their referrals 
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and were in fact referring students to similar mean numbers of academic, family, and 
mental health services.  
Research Question 2: Risk Level of Student Service Referrals 
A one-way between-groups MANCOVA analysis was used to examine profession 
differences in the risk level of service referrals after controlling for number of students 
served and years of practice with City Connects. The independent variable was 
profession: school social work or school counselor. The two covariates that were 
controlled for in the analysis were number of students served and years of practice with 
City Connects. The two dependent variables representing Intensity Level were: 
prevention/early intervention and intensive intervention service referrals.  
First, Box’s Test [Box’s M=3.82, F(3, 174135.69)=1.23, p=.30] had a 
significance value greater than .001, thus indicating no violations of the homogeneity of 
variance-covariance matrices (Pallant, 2010). Levene’s test for the assumption of the 
equality of variance indicated no violations, with significance values greater than .05 for 
both dependent variables (Pallant, 2010): prevention/early intervention [F(1, 65)=2.02, 
p=.16] and intensive intervention [F(1, 65)=.02, p=.90]. Box’s and Levene’s test results 
confirmed that the interpretation of the MANCOVA analysis would be appropriate and 
correct.  
Ultimately, there was no statistically significant difference between school social 
workers and school counselors on the Intensity Level dependent variables of 
prevention/early intervention and intensive intervention, F(2, 62)=1.16, p=.32; Wilk’s 
Lambda=.96; partial eta squared=.04. In summary, after taking number of students served 
and years of practice with City Connects into account, school counselors and school 
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social workers did not significantly differ in the intensity level of their referrals and were 
in fact referring students to similar mean numbers of prevention/early intervention and 
intensive intervention services.  
Research Question 3: Service Provider of Student Service Referrals 
Three independent samples t-test analyses were used to examine profession mean 
differences in the provider and total number of service referrals. The independent 
variable was profession: school social work or school counselor. The three dependent 
variables representing Service Provider were: school, community, and Coordinator. Total 
number of services was also examined.  
Levene’s test for the assumption of the equality of variance indicated no 
violations, with significance values greater than .05 for the total number of services [F(1, 
65)=.86, p=.36]  and for the Service Provider dependent variables of: school [F(1, 
65)=1.44, p=.24] and community [F(1, 65)=.48, p=.49]. Levene’s test for the assumption 
of the equality of variance was violated for the Service Provider dependent variable of 
Coordinator [F(1, 65)=6.98, p=.01], with a significance value less than .05. As such, the 
results for the t-test results for Coordinated-provided services were interpreted with equal 
variances not assumed.  
Subsequently, independent t-test analyses were run with a 95% confidence 
interval for the mean difference. Ultimately, there was no statistically significant 
difference in means found between professions for the Service Provider of referrals: 
school-provided [t(65) = -.44, p=.66)], community-provided [t(65) = 1.27, p=.21)], or 
Coordinator-provided [t(34.64) = -1.01 , p=.32)]. There was also no statistically 
significant mean difference found between profession and total number of referred 
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services [t(65) = -.40, p=.69)]. In summary, school counselors and school social workers 
did not significantly differ in the service provider of their referrals and were in fact 
referring students to similar mean numbers of school-, community-, and Coordinator-
provided services.  
Research Question 4: Self-perception of Role and Impact  
 Following the sequential explanatory mixed methods research design, the 
qualitative analysis sought to understand why there were no statistically significant 
differences in referral practices between Coordinators trained as school counselors versus 
school social workers. This comprehensive analysis revealed several major themes: (1) 
Coordinators described their role as encompassing a broader range of responsibilities 
compared to their previous, more traditional roles as school social workers and school 
counselors, (2) key components of the intervention (e.g., Whole Class Review, 
comprehensive, systematic, consistent structure of the model) allowed for greater 
perceived impact in Coordinator roles compared to previous, more traditional roles as 
school social workers and school counselors, (3) Coordinators identified how the City 
Connects model led to changes in their own and/or others’ mindsets or practices, (4) 
Coordinators perceived that their roles allowed them to serve as points of connection 
between and build meaningful relationships with key stakeholders (e.g., teachers, 
community agencies, students, families), which increased their satisfaction and impact, 
and (5) Coordinators identified and managed the challenges to model implementation. 
These themes emerged from both professions and were seen similarly across all of 
the three open-response questions analyzed for this study. However, some themes 
emerged more strongly from specific open-response question data than others. The 
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following list provides the open-response questions analyzed, as well as identified which 
themes emerged most strongly from which question:  
1. Please write about the work you do as a City Connects coordinator. Describe your 
role as if you are explaining it to a new graduate who wants to know about what 
it’s like to work for City Connects. 
• Themes 1, 3, and 5 
2. Do you believe that the City Connects model increases the impact that you are 
able to have on students in your school? If so, how?   
• Themes 1, 2, and 4 
3. How would you compare your satisfaction and the impact you are able to have as 
a City Connects coordinator to your past experiences (including training 
experiences) working outside of the City Connects model?  
• Themes 2, 3, and 5  
Theme 1: Coordinator Role Spanning Broader Range of Responsibilities  
The first theme that arose from the data was the perception that school social 
workers and school counselors, regardless of profession, perceived their current 
Coordinator roles as comprehensively encompassing a wide range of responsibilities. 
Coordinators also frequently commented on how their current positions were vastly 
different from their previous and respective professional roles, both in terms of the range 
of duties and newness of experiences. Mentioned thirteen times from the 28 participants, 
thirteen Coordinators explicitly described their roles as encompassing more than their 
respective profession trainings had taught them; five were trained as school social 
workers and eight as school counselors. When asked to describe their responsibilities 
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within the implementation of the City Connects model, responses reflected the theme of a 
practice that encompassed a comprehensive approach to student support with many 
varying responsibilities, as one school counselor-trained Coordinator wrote: 
In addition to the typical responsibilities of a school counselor, I do check-ins 
with students, groups and as needed counseling. As a coordinator, I also help 
organize programs at the school, service referrals, and liaison between the school 
and outside organizations. Other responsibilities for me include being a family 
liaison and liaison within the school. 
Meanwhile, one Coordinator trained as a school social worker echoed the 
sentiment of doing more and having increased responsibilities in their current role, “I am 
much busier in my current role and I am constantly juggling many different things […],” 
while another SSW-trained Coordinator wrote: 
I think this job is nothing like anything I have done before so it's very hard to 
compare it. Again, I love the freedom to create new programming and procedures 
that help our students be successful […] Here I get to do something I believe in 
and that really helps. I am fortunate to really like what I do. And because the job 
has more range, I almost never get bored. In my past jobs, I really disliked sitting 
at a desk all day. This job is much different.  
More specifically, the range of responsibilities Coordinators reported having 
within the practice model spanned the four developmental domains (e.g., academic, 
social-emotional/behavioral, health, and family), as well as intensity levels of risk (e.g., 
WCR prevention/enrichment, working with at-risk students) and student support 
approaches (e.g., individual check-ins, small groups, whole-class lessons, school 
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programming). Coordinators also frequently reported identifying, developing, 
maintaining, and connecting community partnerships to the school, students, and families 
as a core duty. Coordinators also mentioned data collection, entry, and analysis as 
frequent and consistent tasks they performed. Table 18 provides a breakdown of the most 
frequently mentioned responsibilities school social workers and school counselors 
identified carrying out in their Coordinator roles.  
Table 18 
Most Frequently Self-Reported Responsibilities Across All Three Open-Ended Responses  






Supporting students generally 20 6 9 
Connecting students to services 18 7 8 
Conducting/Describing WCR 15 8 7 
Collecting, entering, and 
understanding/analyzing data 13 5 7 
Maintaining, finding, 
coordinating partnerships 12 7 4 
Providing social-emotional-
behavioral support 12 4 7 
Providing academic support 11 3 7 
Working with “at-risk” students 11 4 6 
  
To summarize, though needs varied across schools and student bodies, when 
asked about their core responsibilities as Coordinators, both those from the school 
counseling and school social work professions described similar roles. Regardless of 
profession, Coordinators described their current tasks in a manner that comprehensively 
spanned risk intensity levels, developmental domains, and service providers. A prevailing 
sub-category that emerged was the perception that Coordinator roles encompassed more 
broad and diverse duties than previous professional roles.  
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Theme 2: Whole Class Review and Comprehensive, Systematic Approach Leading to 
Greater Impact than Traditional Roles  
Another important category that emerged from the data was that, due to specific 
components of the model, participants perceived their impact on students to be more 
significant in their roles as Coordinators compared to their previous, more traditional 
roles as school counselors or school social workers. In fact, perceiving an increased 
impact was the second most frequently identified code in the qualitative analysis after 
Coordinators identifying that they felt satisfied with their current roles. Specifically, 
mentioned 30 times from the 28 participants, 23 Coordinators explicitly stated that their 
current roles increased their impact compared to their previous, more traditional roles as 
school counselors or school social workers; 10 were trained as school social workers and 
13 as school counselors. Coordinators described several core components of the 
intervention that they labeled as being key reasons for the perceived higher impact of 
their current work within the model compared to their previous roles. Among these, 
Coordinators emphasized the Whole Class Review and comprehensive, systematic 
approach of the City Connects model, which includes a whole child approach that 
accounts for non-academic and out-of-school factors, the ability to reach every single 
child within the school building as a result of the systematic process of implementation, 
the ability to catch students that would have otherwise fallen through the cracks, and the 
consistent, reliable structure and process of City Connects allowing for the optimization 
of student support services.  
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Coordinators trained as school counselors talked specifically about the 
comprehensive approach of City Connects increasing their impact on their students, with 
one school counselor-trained Coordinator stating: 
[…] [City Connects] increases the impact on the students in my school because 
this model ensures that each child is thought about in a comprehensive way 
throughout the school year. In schools it can be difficult to come out of "reaction" 
mode and only deal with the students who would be considered tier 3 in the 
CCNX model. However, because CCNX's approach is comprehensive, each 
student is considered.  
Coordinators trained as school social workers echoed this belief, with one responding: 
[City Connects increases my impact] because I am able to look at the whole 
student across several dimensions to make sure they are getting what they need. It 
impacts a student in every way so that they are able to succeed. 
Coordinators from both professions also expressed their thoughts on how the 
systemic process or the ability to reach each and every student within the school greatly 
increased their range of impact, while also ensuring that no students flew under the radar. 
For example, when reflecting on their school counseling experiences prior to City 
Connects, one Coordinator trained as a school counselor said, “[…] it was always the 
squeaky wheel getting the services and I often wondered about the quiet student whose 
needs were never identified or addressed. I feel as [a] CCNX Coordinator that I am 
reaching all students, which is satisfying.” Others responded that the model increased 
their impact because, “[…] all students are discussed and teachers are forced to think 
about every student, not just the ones making the most noise,” and that “[…] the City 
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Connects model does a good job of making sure I know about every student in my school 
- less students fall through the cracks,” with the Whole Class Review forcing educators to 
assess students, “[…] who teachers wouldn’t otherwise think of as at risk [because] they 
fly under the radar.” 
This theme also emerged in school social work Coordinator responses, with one 
expressing, “I believe that the WCR process is invaluable and allows students who may 
otherwise fly under the radar to get the services they need to succeed.” Another 
Coordinator trained as a school social worker likewise identified the Whole Class 
Review’s ability to reach all students, regardless of risk level, and similarly stated:  
I do believe that this model increases the impact I am able to have. I think the 
WCR process is essential to this impact because it ensure that each student is 
being discussed. With other models, often only at-risk students are identified and 
therefore there can be a significant portion of the population that does not receive 
services. With the WCR process, we can make sure that no student falls through 
the cracks. 
 Ultimately, the data revealed that Coordinators from both professions reflected 
that the consistent, reliable structure and process of City Connects allowed for the 
optimization of student support services. Those trained as school counselors found that 
the model itself allowed this impact to occur, with one expressing:  
[…] since I am in the school day in and day out, I’m able to have a direct impact 
on students in a reliable, consistent, and structured way. It is the City Connects 
model that allows me to generate this impact and offer this crucial support. 
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Further data supports this category, with another school counseling trained Coordinator 
stating: 
I do believe that City Connects increases the impact that we have on students at 
the school, through day to day support to students, parents and teachers as well as 
by providing and connecting students and families with services that they need.  
Bringing community partners at the school and having students participate to 
different programs I feel it also has a great impact to students. 
Table 19 provides a breakdown of the most frequently and significantly 
mentioned components of the City Connects intervention that Coordinators identified as 
the reasons behind how they were able to increase their impact on students compared to 
their previous, more traditional roles as school social workers and school counselors.  
Table 19 
Most Frequently and Significantly Self-Reported Components of the City Connects Model 
that Allowed for Impact to be Increased in Coordinator Role 
 
City Connects Component 








Reaching all students 20 4 9 
Utilizing a “whole child” 
approach 17 6 8 
Providing consistent, reliable 
support & structure 14 7 7 
Catching students “flying 
under the radar” 8 1 5 
Optimizing student support 
services 3 1 2 
 
In summary, Coordinators, regardless of professional background, described the 
same core components of the City Connects model that they perceived to be central to 
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increasing their impact when compared to their previous roles. As one school social 
worker so eloquently summarized: 
I think the model highlight[s] the importance of certain things: supporting 
families, bringing community partners [and] services into schools, evaluating the 
whole child and making a plan of support for students who are struggling. I feel 
that the model provides structure so that these things aren’t ignored. 
In other words, Coordinators, regardless of profession, most frequently identified the 
source of their increased impact on student to be the systemic, consistent, and reliable 
whole child approach that assesses multiple developmental domains and all students.  
Theme 3: Serving as Point of Connection and Building Relationships with Key 
Stakeholders Leading to Increased Satisfaction and Impact 
Another theme that emerged from the responses was that Coordinators from both 
professions essentially acted as a hub of student support, which increased their 
perceptions of satisfaction and impact. Importantly, building relationships and 
collaborating with others were the most frequently mentioned codes in the qualitative 
analysis, with the exceptions of perceiving that the City Connects model increased impact 
and satisfaction. Mentioned 33 times from the 28 participants, 21 expressed feeling 
satisfied in their current roles as Coordinators; 10 were trained as school social workers 
and 11 as school counselors. Regardless of profession, Coordinators expressed feeling 
that the interpersonal nature of their roles allowed them to consult with, act as points of 
connection for, and build relationships with key stakeholders in and out of the school 
building, essentially building bridges between various parties that play critical roles in 
students’ lives. The groups that Coordinators connected either to each other or to the 
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Coordinator themselves included: families, administrators, teachers, community 
organizations, special education teams, student support teams, clinicians, Department of 
Children and Families representatives, and more. Coordinators also played active roles, 
either through leadership or participation, in Student Support Teams and special 
education teams. Table 20 provides a breakdown of the most frequently and significantly 
mentioned stakeholders with whom Coordinators identified working.  
Table 20 
Most Frequently and Significantly Identified Stakeholders Coordinators Self-Reported 
Working With That Allowed for Increased Satisfaction and Impact 
 







families 29 9 8 




27 9 9 
Collaborating with/facilitating 
SST and special education 
teams 
10 3 7 
Connecting schools and 
community organizations 7 2 5 
 
One school counselor wrote about how important this collaborative aspect was to 
their satisfaction and impact: 
I am more satisfied with my work and the impact I have as a CCNX coordinator 
than in my previous roles. I feel that I am able to accomplish more since I am in 
the school and can communicate specific student needs to involved parties. While 
the work can still be challenging and demanding at times, I feel like there is more 
cooperation between the school, families and myself. 
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Another school counselor also reflected upon the many connections they build upon both 
within and outside of the school building in order to support students: 
I work with staff, students, and families in order for students to receive the 
necessary resources they need to achieve as high as they can. I work within the 
school by checking in with certain students and also work with community 
partners in order to find the best resources in the surrounding community. 
Responses from school social work-trained Coordinators further articulated the 
theme of the importance of using their selves as points of connection to increase their 
impact, as one stated, “I am able to have more impact because I am in the school 24/7 and 
I have relationships with staff, kids and family.” Coordinators developed, maintained, 
and leveraged these relationships outside of the formal processes of the model and used 
their roles in schools to connect and relate to those around them, as another school social 
worker communicated: 
I think the impact I have had has come through relationships with students, 
families, and staff and their knowledge of what I can help with. Whole Class 
Reviews give me some information that is new, but mostly I’m working with 
people because they have approached me outside of a review.   
To summarize, both professions were overwhelmingly satisfied with their roles as 
City Connects Coordinators. Both school social workers and school counselors identified 
the emphasis on building relationships and collaboration as key factors that contributed or 
were associated with their perceptions of being satisfied with their current positions and 
of having an increased impact on students.  
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Theme 4: Increased Insight from City Connects Model Implementation Facilitating 
Mindset and/or Practice Shifts 
 Strikingly, though not as frequently mentioned, the belief that the City Connects 
model facilitated a change in the way that Coordinators and other staff thought about 
their student support approach and understood the factors impacting the students they 
served was a significant finding that emerged. Coordinators also expressed how the 
model allowed them to use their newly gained insight to improve their practice. Table 21 
provides a breakdown of the frequency of Coordinators identifying mindset or practice 
shifts as a result of the City Connects model. 
Table 21 
Frequency of Coordinators Identifying the City Connects Model Facilitating Change in 
Practice and Mindsets   
 










Using new insight to improve 
practice 8 3 4 
Model increasing understanding 
/ changing mindsets 5 3 2 
 
Specifically, a school counseling Coordinator expressed how they used the Whole 
Class Review, a process unique to the City Connects model, to inform their next steps, “I 
believe the WCR process is very beneficial in getting to know each student at my school 
and helps to organize how I'm going to follow-up with service referrals.” School social 
work responses mirrored this theme, with one writing, “Information from those reviews 
help us tailor individual plans for students to help them be more successful in school,” 
and another Coordinator declaring: 
 118 
Yes, in many ways, it helps me by allowing me to get to know my students better 
in the WCR/WGR process. I learn so much about them through their student 
surveys. This really helps me shape new programming and services in our school. 
Coordinators also wrote about how the model helped improve not only their own 
practice, but also helped teachers improve their understanding of students. One school 
counselor wrote, “The emphasis on looking at the WHOLE [sic] student helps to keep me 
in check, but also to help teachers discover the good (and not just the bad) in their 
students,” while another reflected, “During Whole Class Reviews, teachers have noticed 
trends with students and with their own practice that gives them insight on how to better 
support their students.” This particular category shows that, beyond the actual 
components of model implementation that called for tangible shifts in their typical 
practice, there exists an unseen yet fundamental mechanism inherent to the model that 
shifts mindsets and manifests itself in practice changes. In other words, regardless of 
profession, the model appears to catalyze change not only in behaviors, but also in 
mindset or the ways that Coordinators and teachers think about and approach their 
student support work.  
Theme 5: Identifying and Managing Challenges to Model Implementation  
It is important to note that Coordinators also expressed challenges to model 
implementation that impacted their satisfaction and led to feelings of being overwhelmed. 
The main challenges included: (1) having difficulty managing conflicting expectations or 
competing demands and (2) feeling overwhelmed with tracking individual student 
information (or the data entry component of the City Connects model). Table 22 provides 
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a breakdown of the most frequently and significantly mentioned challenges to model 
implementation that Coordinators identified. 
Table 22 
Most Frequently and Significantly Self-Reported Challenges to Model Implementation  
 








demands 13 6 5 
Data entry taking up a lot of 
time 6 1 5 
 
To elaborate on the first sub-category, both school social work- and school 
counseling-trained Coordinators most frequently mentioned feeling as if there were 
competing expectations regarding their responsibilities. Mentioned 13 times from the 28 
participants, 11 expressed difficulties in managing the competing demands of key 
stakeholders regarding their broad Coordinator and school responsibilities; 6 were trained 
as school social workers and 5 as school counselors. Coordinators perceived that different 
stakeholders (e.g., teachers/other school staff, administrators, City Connects) had 
different prioritizations of the Coordinator role. These led to Coordinators feeling 
overwhelmed by the amount of responsibilities and feeling burdened in their attempts to 
manage their duties when feeling pulled in different directions. One Coordinator trained 
as a school counselor wrote, “At my school, I don't feel like my administration uses me in 
the capacity in which I should be used and there is a lot of time taken away from me 
doing my actual responsibilities.” One school social worker wrote, “It will look 
differently for different schools but some days are harder than other to get to the things 
that City Connects wants and then what the teachers are asking for. The model work[s,] 
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but how it fits into certain schools is important.” Another school social worker 
responded, “I am less satisfied, though, because of […] feeling like I have two sets of 
expectations from two bosses.” Again, a different school social worker stated, “I have a 
lot of duties that keep me from doing my "real job" though (at least an hour and 1/2 of 
lunch and bus duty).”  
Additionally, the data measurement and accountability component of the model 
was also mentioned as a challenge to implementing the City Connects intervention. Both 
professions expressed feeling overwhelmed by the data entry portion of the model, 
though more school counselors than school social workers noted this. Mentioned 6 times 
from the 28 participants, 6 expressed difficulties in managing the competing demands of 
key stakeholders regarding their broad Coordinator and school responsibilities; 1 was 
trained as a school social worker and 5 as school counselors. For example, one school 
counselor stated, “The data is overwhelming, though - as a licensed counselor, spending 
20% of my time doing data entry is not enjoyable though necessary.” Indeed, despite the 
sense of feeling overwhelmed by the data component of the model, Coordinators also 
understood the importance of data collection and entry to monitoring progress and 
informing next steps.  
Post-hoc Analyses 
 Following the primary analyses, post-hoc analyses were conducted to elicit 
further nuance and exploration. Specifically, post-hoc quantitative analyses examined the 
interaction of profession with years of practice and number of students served on the 
number of student service referrals within Developmental Domain, Intensity Level, and 
 121 
Service Provider. Follow-up analyses further examined the association of profession with 
other variables of interest.  
Interaction of Profession with Years of Practice on Developmental Domain, 
Intensity Level, and Service Provider 
Interaction of Profession and Years of Practice on Developmental Domain 
A two-way between-groups MANOVA analysis was used to examine whether the 
interaction of profession and years of practice impacted the number of service referrals in 
each of the developmental domains (academic, family, mental health). The independent 
variables were profession (school social work or school counselor) and number of years 
of practice. The three dependent variables representing Developmental Domain were: 
academic, family, and mental health service referrals. There was no statistically 
significant interaction effect between profession and years of practice on Developmental 
Domain, F(9, 139)=.62, p=.78; Wilks' Λ=.91. In other words, the impact of the 
profession of the Coordinator on the number of service referrals in each developmental 
domain was not affected by Coordinators’ years of practice.  
Once the non-significant interaction of profession and years of practice was 
determined, profession and years of practice were then examined independently to 
determine their respective effects on the number of service referrals in each 
developmental domain. Overall, the main effect of profession on Developmental Domain 
was not significant [F(3, 57)=.80,  p=.50; Wilks' Λ=.96]. This indicates that referral 
practices across the developmental domains were not different depending on profession, 
and that school counselors and school social workers were in fact referring students to a 
similar number of services in each of the domains (academic, family, mental health).   
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However, the main effect of years of practice on Developmental Domain was 
significant [F(9, 139)=3.87,  p<.001; Wilks' Λ=.58] for service referrals within the family 
domain [F(3, 59)=8.78,  p<.001], indicating that the number of years of practice with 
City Connects significantly impacted the number of family services. A Tukey’s post-hoc 
test examining the referral practices within the family domain revealed that, for 
Coordinators with three years of experience (M=25.89, SD=5.78), the mean number of 
family service referrals was statistically and significantly higher compared to 
Coordinators with: (1) one year of practice (M=15.1, SD=8.34, p <.01), (2) two years of 
practice (M=18.41, SD=6.94, p<.05), and (3) four or more years of practice (M=10.97, 
SD=4.04, p<.01) with the City Connects intervention. Meanwhile, Coordinators in their 
second year of practice (M=18.41, SD=6.94) were statistically and significantly referring 
students to a higher mean number of family services compared to Coordinators with four 
or more years of practice (M=10.97, SD=4.04) with City Connects (p<.05). However, 
Coordinators in their first year of practice (M=15.1, SD=8.34, p <.01) did not 
significantly differ from Coordinators in their second (M=18.41, SD=6.94) or fourth of 
more year of practice (M=10.97, SD=4.04) with City Connects. In summary, 
Coordinators with more years of practice were referring students to significantly more 
family services than Coordinators with fewer years of practice, with the exception of 
Coordinators with four or more years of practice.  
Interaction of Profession and Years of Practice on Intensity Level 
Next, a two-way between-groups MANOVA analysis examined whether the 
interaction of profession and years of practice impacted the number of service referrals in 
each intensity level. The independent variables were profession (school social work or 
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school counselor) and number of years of practice. The two dependent variables 
representing intensity level were: prevention/early intervention and intensive 
intervention. There was no statistically significant interaction effect between profession 
and years of practice on Intensity Level, F(6, 116)=.52, p=.79; Wilks' Λ=.95, indicating 
that the impact of the profession of the Coordinator on the number of service referrals in 
each intensity level was not affected by Coordinators’ years of practice.  
Once the non-significant interaction of profession and years of practice on the 
number of service referrals in each intensity level was determined, profession and years 
of practice were then examined independently to determine their respective effects on the 
number of service referrals in each intensity level. There was no statistically significant 
main effect of profession on the number of services referrals in each of the intensity 
levels [F(2, 58)=.47,  p=.63; Wilks' Λ=.98], meaning both school counselors and school 
social workers referred students to a similar number of services in each of the intensity 
levels. There were also no statistically significant main effect of practice [F(6, 116)=1.98,  
p=.08; Wilks' Λ=.82] on Intensity Level, meaning that Coordinators across all years of 
practice referred students to a relatively similar number of services in each of the 
intensity levels. Overall, this indicates that referral practices across the intensity levels 
were not different depending on profession or number of years of practice.  
Interaction of Profession and Years of Practice on Service Provider 
A two-way between-groups MANOVA analysis was also used to examine 
whether the interaction of profession and years of practice impacted the service provider 
of referrals. The independent variables were profession (school social work or school 
counselor) and number of years of practice. The three dependent variables representing 
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Service Provider were: school, community, and Coordinator. There was no statistically 
significant interaction effect between profession and years of practice on Service 
Provider, F(12, 149)=1.21, p=.28; Wilks' Λ=.78, indicating that the impact of the 
profession of the Coordinator on the number of service referrals for each service provider 
was not affected by Coordinators’ years of practice. 
Once the non-significant interaction of profession and years of practice on the 
mean number of service referrals for each service provider was determined, profession 
and years of practice were then examined independently to determine their respective 
effects on the number of service referrals for each service provider. There was no 
statistically significant main effect of profession [F(4, 58)=.84,  p=.51; Wilks' Λ=.94] on 
Service Provider, meaning that both school social workers and school counselors were 
referring students to a similar number of services for each of the service provider types. 
There was also no statistically significant main effect of years of practice [F(12, 
149)=.77,  p=.68; Wilks' Λ=.85] on Service Provider, meaning that Coordinators across 
all years of practice referred students to a similar number of services in each of the 
service provider types. Overall, this indicates that referral practices across the service 
providers were not different depending on profession or number of years of practice. 
Interaction of Profession and Number of Students Served on Developmental 
Domain, Intensity Level, and Service Provider 
Interaction of Profession and Number of Students Served on Developmental Domain 
A two-way between-groups MANOVA analysis was used to examine whether the 
interaction of profession and number of students served impacted the number of service 
referrals in each of the developmental domains. The independent variables were 
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profession (school social work or school counselor) and number of students served. The 
three dependent variables representing Developmental Domain were: academic, family, 
and mental health service referrals. There was no statistically significant interaction effect 
between profession and number of students served on Developmental Domain, F(2, 
1)=.03, p=.97; Wilks' Λ=.94. In other words, the impact of the profession of the 
Coordinator on the number of service referrals in each developmental domain was not 
affected by the number of students served by the Coordinator. 
Once the non-significant interaction of profession and number of students served 
on the number of service referrals for each service provider was determined, profession 
and number of students served were then examined independently to determine their 
respective effects on the number of service referrals in each developmental domain. 
There was no statistically significant main effect of profession [F(1, 1)=.07,  p=.84; 
Wilks' Λ=.93] on Developmental Domain, meaning that both school social workers and 
school counselors were referring students to a similar number of services in each of the 
developmental domains. There was also no statistically significant main effect of number 
of students served [F(62, 1)=.37,  p=.90; Wilks' Λ=.04] on Developmental Domain, 
meaning that Coordinators, regardless of the number of students they served, referred 
students to a similar number of services in each of the developmental domains. Overall, 
this indicates that referral practices across the developmental domains were not different 
depending on profession or number of students served.  
Interaction of Profession and Number of Students Served on Intensity Level 
A two-way between-groups MANOVA analysis then examined whether the 
interaction of profession and number of students served impacted the number of service 
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referrals for each intensity level. The independent variables were profession (school 
social work or school counselor) and number of students served. The two dependent 
variables representing Intensity Level were: prevention/early intervention and intensive 
intervention. There was no statistically significant interaction effect between profession 
and number of students served on Intensity Level, F(2, 1)=.06, p=.94; Wilks' Λ=.89. In 
other words, the impact of the profession of the Coordinator on the number of service 
referrals for each of the intensity levels was not affected by the number of students served 
by each Coordinator. 
Once the non-significant interaction of profession and number of students served 
on the number of service referrals for each intensity level was determined, profession and 
number of students served were then examined independently to determine their 
respective effects on the number of service referrals for each of the intensity levels. There 
was no statistically significant main effect of profession [F(1, 1)=.003,  p=.97; Wilks' 
Λ=.997] on Intensity Level, meaning that both school social workers and school 
counselors were referring students to a similar number of prevention/early intervention 
and intensive intervention services. There was also no statistically significant main effect 
of number of students served [F(62, 1)=1.27,  p=.62; Wilks' Λ=.01] on Intensity Level, 
meaning that Coordinators, regardless of the number of students they served, referred 
students to a similar number of services for each of the intensity levels. Overall, this 
indicates that referral practices across the intensity levels were not different depending on 




Interaction of Profession and Number of Students Served on Service Provider 
Lastly, a two-way between-groups MANOVA analysis examined whether the 
interaction of profession and number of students served impacted the number of service 
referrals across each of the service providers. The independent variables were profession 
(school social work or school counselor) and number of students served. The three 
dependent variables representing Service Provider were: school, community, or 
Coordinator. There was no statistically significant interaction effect between profession 
and number of students served on Service Provider, F(2, 1)=.21, p=.84; Wilks' Λ=.70. In 
other words, the impact of the profession of the Coordinator on the number of service 
referrals for each of the service providers was not affected by the number of students 
served by Coordinators. 
Once the non-significant interaction of profession and number of students served 
on the number of service referrals for each of the service providers was determined, 
profession and number of students served were then examined independently to 
determine their respective effects on the number of service referrals for each of the 
service providers. There was no statistically significant main effect of profession [F(1, 
1)=.03,  p=.89; Wilks' Λ=.97], meaning that both school social workers and school 
counselors were referring students to a similar number of community-, school-, and 
Coordinator-provided services. There was also no statistically significant main effect of 
the number of students served [F(62, 1)=.77,  p=.74; Wilks' Λ=.02] on Service Provider, 
meaning that Coordinators, regardless of the number of students they served, referred 
students to a similar number of services across each of the service providers. Overall, this 
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indicates that referral practices across the service providers were not different depending 
on profession or number of students served. 
Association between Profession and Other Variables of Interest 
Within the Coordinator Role section for City Connects responsibilities (1-Very 
little, 4-Great deal), time spent on City Connects Core program responsibilities was not 
significantly associated across profession (p>.01). Additionally, after Bonferroni’s 
correction, time spent on school and citizenship responsibilities was not statistically and 
significantly different across profession (p>.01).  
Within the Community Partnerships section, being the main contact for 
community partners in the school (p>.01) and the number of new community 
partnerships formed in the academic year (p>.01) were not significantly associated across 
profession after Bonferroni’s correction.  
Within Family Support, the frequency of working with families in making it 
easier for families to become more involved in their child’s education was statistically 
and significantly different across profession (school counselor, school social workers) 
after Bonferroni’s correction (p<.01). An examination of the standardized residuals 
(Table 23) demonstrated that a significantly greater proportion of school social workers 
than expected were self-reporting supporting families in becoming more easily involved 
in their child’s education on a daily basis compared to school counselors. On the other 
hand, a significantly greater proportion of school counselors than expected were self-
reporting supporting families in becoming more easily involved in their child’s education 
on a monthly basis compared to school social workers. Essentially, school social workers 
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perceived themselves to be spending significantly more time supporting families 
compared to school counselors.  
Table 23 
Fisher-Freeman-Halton Test Results for Profession and Families in More Easily 
Becoming Involved in Their Child’s Education 
  Response Items  







N 5 13 8 5 2 
% 25.0% 54.2% 88.9% 71.4% 100.0% 
Standardized 
Residual -1.8 .0 1.4 .6 .9 
School Social 
Worker 
N 15 11 1 2 0 
% 75.0% 45.8% 11.1% 28.6% 0.0% 
Standardized 
Residual 2.0 .0 -1.5 -.7 -1.0 
 
Further Exploration of Family Developmental Domain 
 When examining the mean number of family service referrals by profession, 
school social workers are referring students to a greater mean number of family services 
than school counselors: a mean of 544.74 family service referrals per SSW versus 380.4 
family service referrals per school counselor. Additionally, SSWs have a greater 
proportion of family to total service referrals at 18.53% compared to school counseling 








Mean Number and Percentage of Family Service Referrals by Profession 
 
N 
Mean Number of 
Family Services Per 
Coordinator 
Proportion of 
Family to Total 
Services 
School Counselor 40 380.4 15.36% 
School Social Worker 31 544.74 18.53% 
 
This additional analysis shows that actual family referral practices are congruent with 
self-reported perception of the frequency of family support work, with school social 
workers both perceiving that they are supporting families on a more frequent basis and 





Chapter 5: Discussion 
 This chapter reviews, synthesizes, and triangulates the quantitative and qualitative 
findings of the analyses in order to better understand how school social workers and 
school counselors implemented an integrated student support model, City Connects. The 
sequential explanatory mixed methods research design allowed for an in-depth and 
enhanced understanding of how Coordinators from different professions implemented 
and perceived their roles within the City Connects intervention. An exploration of 
professional disposition and the socialization into the City Connects intervention from its 
rigorous onboarding and training will be discussed and then contextualized specifically 
within the developmental domain, risk intensity level, and service providers of referred 
services. After discussing these components of City Connects implementation through an 
integration of the quantitative and qualitative findings, the chapter will conclude with a 
discussion of the factors that emerged from the qualitative data that were associated with 
school social worker and school counselor perceptions of impact and satisfaction, 
implications for policy and practice, strengths and limitations of the study, and areas of 
future research.  
Discussion of Findings 
Overall findings indicated that, in terms of both actual and perceived service 
referral practices, there were minimal to no differences between school social workers 
and school counselors implementing the same programmatic, comprehensive, and 
systemic integrated student support practice model in high-poverty urban schools. In line 
with the sequential explanatory mixed methods design, the qualitative data validated and 
substantiated the quantitative findings by providing an enhanced understanding of why 
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Coordinators trained as school social workers versus school counselors did not 
significantly differ in implementation practices. Below is a discussion of the findings and 
the relevant literature.  
The Influence of the Training and Professional Development of the City Connects 
Model on Professional Disposition 
 The integrated findings presented a fascinating and nuanced understanding of 
professional disposition and how school social workers and school counselors may have 
been socialized into the Coordinator role as a result of the rigorous training and 
continuous professional development provided by the City Connects model. Professional 
dispositions are defined as “professional attitudes, values, and beliefs demonstrated 
through both verbal and non-verbal behaviors as educators interact with students, 
families, colleagues, and communities” (Council for the Accreditation of Educator 
Preparation, 2013, pp. 89-90). Dispositions are also frequently described as behaviors or 
practices that align with a set of standards, with self-regulation playing a critical role in 
the development of an approach that allows practitioners to begin intertwining 
perceptions of efficacy and competence into their professional identity (Kindall et al., 
2017).  
 Specifically, the internal-external model of disposition development suggests that 
dispositions develop when ability is transformed into action, and that this process occurs 
through the internalization of environmental cues (Ritchart, 2002). In other words, the 
gap between ability and action can be bridged in settings where practitioners are 
immersed in the desired dispositions and able to see, are taught about, and can practice 
the dispositions (Dottin, 2009). To accomplish this, there must be consistency in the 
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implicit and explicit messages on dispositions to reinforce the development of 
dispositions that reflect a given practice (Dottin, 2009). Similar to this model, research 
has found that the professional community in which practitioners are members plays a 
critical role in socializing practitioners into a common language and common set of 
expectations (Gibson et al., 2010; O’Byrne & Rosenberg, 1998). This socialization 
process takes place through observation, practice, and supervision/consultation (Gibson 
et al., 2010; O’Byrne & Rosenberg, 1998).   
The City Connects model offers rigorous onboarding and continuous professional 
development that encourages the socialization of school counselors and school social 
workers into developing a professional disposition that reflects the City Connects practice 
(e.g., whole child approach). In line with the internal-external model of disposition 
development, the City Connects intervention consistently immersed both new and 
returning Coordinators into the model with its three-day long, in-person onboarding 
before the start of the academic year. Importantly, the in-depth training sessions provided 
a theoretical and evidence-based rationale for the model before introducing practice 
components, which encouraged Coordinators to think more deeply about the reasons 
behind the practice shifts that City Connects endorsed. Coordinators’ increased 
understanding of the theory and evidence behind the model helped lead to practice shifts 
that were different from their respective, more traditional roles.  
Additionally, the intervention provided regularly scheduled and personalized 
professional development sessions (biweekly or monthly for advanced districts or weekly 
for newer) on the codified practice and the theoretical underpinnings of child 
development for all Coordinators. The City Connects model also provided all 
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Coordinators with regular supervision and coaching from Program Managers throughout 
the academic year (biweekly for advanced Coordinators or weekly for newer 
Coordinators during the initial six months of onboarding), and also provided 
opportunities for Coordinators to connect with each other in group supervisions or 
professional development sessions. Importantly, all professional development and 
coaching sessions were guided by codified, structured, and research-based agendas and 
materials that specifically targeted increased fidelity and accountability to the practice. 
With research demonstrating that student support practitioners in the earlier stages of 
their roles benefit immensely from mentoring and professional development (DeAngelis, 
Wall, & Che, 2013; Stamm & Budderberg-Fischer, 2011), the City Connects intervention 
provided ample opportunities for regular supervision, professional development, 
consultation, and the development of a professional community. These consistent and 
codified trainings further supported and ensured that Coordinators adopted professional 
dispositions that reflected the intervention by ensuring that Coordinators clearly 
understood the model foundations and their roles in order to implement with fidelity. 
More specifically, both the WCR and the ISR can be viewed as annual core City 
Connects components that served as important socialization processes for Coordinators. 
Both components helped Coordinators identify and monitor every student’s strengths and 
needs, and provided student support that encompassed all intensity levels of risk and 
developmental domains. The two review processes reflected the values of the model by 
simultaneously promoting resilience and reducing vulnerability, and were consistent with 
the finding of developmental psychology that states that resilience and vulnerability 
impact developmental processes (Masten, 2014; Sroufe, 2013). Both the WCR and ISR 
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processes also encouraged Coordinators to more deeply understand the role of context 
and the importance of assessing every student for strengths and needs, tiers of risk, and 
development domains. Furthermore, Coordinators from both professions also frequently 
identified feeling satisfied with the highly collaborative and interpersonal nature of their 
positions, and cited this as a critical component to their perceptions of increased 
satisfaction and impact. The emphasis on building relationships between key 
stakeholders, combined with the continuous coaching and professional development 
provided by Program Managers and the intervention, could have also helped ease the 
reshaping of Coordinators’ professional dispositions. In so doing, the City Connects 
model widened the scope of practice of school social workers and school counselors, and 
allowed both professions to provide student support that was systemic, structured, and 
differentiated so that all levels of student strengths and needs were identified and 
addressed appropriately.  
The qualitative data were also congruent with the intervention’s emphasis on the 
WCR as a key socialization process, with Coordinators from both professions frequently 
identifying the WCR as a core responsibility within the City Connects model. 
Considering that the WCR is the mainstay of the intervention, the identification of the 
WCR as a core responsibility demonstrated that the core model process was effectively 
communicated to Coordinators from both professions. Additionally, both school social 
workers and school counselors described the WCR similarly, which indicated that the 
intervention was once more properly communicated to and internalized by Coordinators. 
For example, Coordinators, regardless of profession, described the WCR process as one 
that was systemic, structured, reached all students, and utilized a “whole child” approach 
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(e.g., spanning developmental domains, risk levels, strengths/needs) while leveraging 
community partnerships, school relationships, and family collaboration. Additionally, the 
rigorous data collection, strict deadlines, continuous coaching from Program Managers, 
and professional development sessions throughout the academic year further ensured that 
Coordinators were absorbing and implementing core model components with fidelity.  
With clear timelines for when both the WCR and ISR must be completed and re-
conducted if student outcomes were not satisfactory, the City Connects intervention also 
ensured intervention fidelity and compliance through the Student Support Information 
System (SSIS). Developed specifically for the City Connects model, SSIS was utilized by 
Coordinators to document referral and service delivery, track follow through, and 
monitor progress for each child’s tailored support plan. Program Managers met with 
Coordinators regularly to review the WCR and ISR data that Coordinators were expected 
to enter in SSIS, with the expected completion of 50% of WCRs by the first weeks of 
November, 100% by January, and all referred services entered within two weeks of 
referral. Each Coordinator’s SSIS homepage also clearly communicated the percentage of 
target goals achieved, with a chart showing the breakdown of tasks that each Coordinator 
had accomplished as well as tasks the Coordinator still needed to complete. SSIS and the 
presence of Program Managers provided a high level of practice accountability and 
supervision that further reinforced the internalization of the professional dispositions that 
reflected the City Connects intervention.  
Mindset Shifts 
The qualitative findings further elucidated the process of the internal-eternal 
model of disposition development through the discovery of Coordinator mindset shifts 
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that either occurred prior to or simultaneously with practice shifts. Significantly, both 
school social work and school counseling Coordinators identified how either the WCR 
process or whole child approach of the City Connects model allowed Coordinators to 
gain deeper and more complex understandings of their students, which helped inform 
Coordinators’ next steps for student support. In other words, beyond the actual 
intervention roles and responsibilities that Coordinators were expected to carry and 
implement, Coordinators were also able to identify a change in how they approached 
their student support work. This indicated that the City Connects model catalyzed 
changes at both the tangible (practice shifts) and intangible (mindset shifts) level, and that 
there was a shift in the ways in which Coordinators conceptualized their work that 
manifested itself into actual practice changes.  
The significance of mindset shifts within Coordinators from both professions 
provides critical evidence for the development of professional dispositions that reflect the 
City Connects intervention. The learnings from the onboarding and continuous 
professional development and coaching, combined with City Connects implementation 
and accountability practices, helped transform the dispositions into which school social 
workers and school counselors may have been originally socialized into dispositions 
promoted by the City Connects intervention. In other words, the successful 
internalization of the dispositions endorsed by the City Connects model essentially 
rendered the practice of school social workers and school counselors indistinguishable in 
both cognitive and practice-based ways.  
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Developmental Domain, Risk Intensity Level, and Provider of Student Service 
Referrals 
The development of professional dispositions that reflect the City Connects 
intervention and a thorough analysis of the qualitative findings also helped better 
understand the unexpected quantitative results. To review, in terms of the developmental 
domain (academic, family, mental health), risk intensity level (early 
intervention/prevention, intensive/crisis intervention), and provider (school, 
community/agency, or Coordinator) of student service referrals, findings revealed that 
school counselors and school social workers implementing the City Connects 
intervention did not significantly differ in referral practices. This section will begin with a 
brief recap of the literature that supported the main hypotheses and enter into a discussion 
integrating the qualitative findings and relevant literature.  
First, regarding the developmental domain (academic, family, mental health) of 
student service referrals, results countered the hypothesis that school social workers 
would refer students to significantly fewer academic services than school counselors, 
which was hypothesized due to school counseling’s historical roots in supporting 
students’ academic development (Agresta, 2004). Results also conflicted with the 
hypothesis that school social workers would refer students to significantly more family 
services compared to school counselors, as the school social work profession began as, 
and continues to focus on, supporting and connecting families to resources and schools 
(Constable, 2017; Kelly et al., 2015b). Lastly, findings also contradicted the hypothesis 
that school social workers would refer students to significantly more mental health 
services compared to school counselors, which was hypothesized because of school 
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social work’s emphasis on providing clinical services through counseling, behavioral 
interventions, and social skills development (Costin, 1975; Kelly et al., 2015a).  
Second, regarding the risk intensity level (early intervention/prevention, 
intensive/crisis intervention) of student service referrals, results also conflicted with the 
hypothesis that school counselors would refer students to more prevention/early 
intervention services compared to school social workers. This finding was surprising 
given that the school counseling field made prevention a key initiative formally in the 
1980s (Romano et al., 2005; Walsh et al., 2007), has continued to highlight the need for 
prevention and early intervention (ASCA, 2014; Kirchofer et al., 2007), and because 
prevention is endorsed by the field of counseling psychology more generally (Kenny & 
Medvide, 2012). Findings also countered the hypothesis that school social workers would 
refer students to more intensive intervention services than school counselors, which was 
hypothesized because of the overwhelming amount of literature outlining the school 
social work profession’s historical roots in and current practices of providing intensive 
and crisis intervention to at-risk students (Kelly et al., 2015b; Kirchofer et al., 2007; 
Phillippo et al., 2017).  
Lastly, regarding the provider (school, community/agency, or Coordinator) of 
student service referrals, findings also contradicted the hypothesis that school counselors 
would refer students to more school-provided services than school social workers, which 
had been posited because school counselors have always been school-based (Zischka, 
1966), with all their major roles taking place within the school (ASCA, 2014). Therefore, 
school counselors, as a group, are likely more integrated within schools and more able to 
leverage school-based services. School social workers were also originally visiting 
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teachers entering homes and schools from outside organizations (Abbott & Breckinridge, 
1917). Results also conflicted with the hypotheses that school social workers would refer 
students to more Coordinator- and community-provided services compared to school 
counselors. School social workers had been expected to refer students to more 
Coordinator-provided services because school social workers lean more towards utilizing 
an individual student approach and providing services to students in one-on-one 
encounters (Allen-Meares, 1994; Costin, 1969a; Costin, 1975; Kelly et al., 2015a), as 
opposed to delivering more systemic services (Agresta, 2004; Humes & Hohenshil, 
1987). School social workers had also been expected to provide more community-
provided services because the profession began by defining the role of the school social 
worker as that of a liaison between communities, families, and schools, focusing on 
finding, referring, and connecting community services to students and their families 
(Costin, 1969b; Gherardi, 2017; Kelly et al., 2015a; Mumm & Bye, 2011), with the field 
historically and currently continuing to place more of an emphasis on partnering with 
community organizations and services (Allen-Meares, 2007; Constable, 2016; Kelly et 
al., 2015b; Phillippo & Blosser, 2013) 
The lack of difference between professions in the developmental domain, 
intensity level, and provider of service referrals may be explained through an in-depth 
examination of Coordinator perceptions, which revealed how the training and language of 
the City Connects model may have resulted in practice similarities that reflect the 
intervention. The model leverages core principles of development by addressing how 
development is impacted by contextual factors (family life, school, neighborhood, 
culture) (Bronfenbrenner, 2005; Walsh et al., 2002; Werner, 1967), embraces multiple 
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domains (biological, psychological, social, and cultural) (Cicchetti, 2016; Walsh et al., 
2002), and emphasizes building social-emotional competency, collaborating with 
families, and supporting academic development (Anastas & Clark, 2012; ASCA, 2014; 
Kelly et al., 2015b; NBPTS, 2016). When qualitatively describing their roles as 
Coordinators, both school social workers and school counselors reflected on how the City 
Connects model influenced their practice in a way that ensured that they were 
considering the four developmental domains (academic, social-emotional-behavioral, 
family, and health), prevention and intensive intervention, and collaboration with key 
stakeholders across contexts. It is also possible that the similarities in practice are 
resulting from the shift that both school social work and school counseling have been 
making towards MTSS and systematic supports that utilize tiers of risk and account for 
contextual factors (Dupper et al., 2014; Olsen, 2016). 
Furthermore, the majority of the Coordinators explicitly stated that their current 
roles increased their impact compared to their previous, more traditional roles as school 
counselors or school social workers. Coordinators, regardless of profession, cited the 
utilization of a “whole child” approach and assessment of both student strengths and 
needs in the Whole Class and Individual Student Review processes as reasons for the 
perceived increased impact. Essentially, the City Connects model seemed to expand the 
practice of school social workers and school counselors, moving them from their 
respective traditional roles that were in line with their historical origins towards a more 
comprehensive process and leading them to the development of professional dispositions 
that emphasized all domains and noted the importance of a whole child approach.  
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More specifically, further analysis of Coordinators’ responses revealed that the 
Whole Class Review and the comprehensive, systematic, and consistent structure of the 
model were critical factors for both professions when examining their perceptions of 
increased impact on students with the City Connects model. When describing their roles 
as Coordinators, both school social workers and school counselors reported utilizing both 
the Whole Class Review and Individual Student Review processes for identifying needs 
and addressing issues. At its very core, the Whole Class Review can be viewed as a 
preventative and early interventive process; both professions noted how the WCR 
process, particularly because every student in the building is assessed, allowed them to 
catch students that would have otherwise fallen through the cracks by intervening early or 
preventing more serious issues from occurring. Meanwhile, the Individual Student 
Review can be seen as providing intensive and crisis intervention for students identified 
as having the highest levels of risk, with Coordinators and a team of professionals 
meeting regularly to more closely monitor the needs of these students.  
Coordinator perceptions also revealed how the training of and structures within 
the City Connects model may have evened out any potential practice differences. Both 
professions reported that the Coordinator role encompassed a broad range of 
responsibilities and had an increased emphasis on outreach compared to their previous 
professional experiences as school social workers and school counselors. Coordinators 
discussed how their current roles encouraged collaboration with community 
organizations, other out-of-school providers, and school staff, amongst others. This 
outreach spanned various key stakeholders and resulted in diverse lists of services for 
students, spanning school-provided (e.g., individual tutoring, academic classroom 
 143 
support, school schedule accommodation), Coordinator-provided (e.g., crisis 
intervention, psycho-social groups) and community-provided (e.g., intensive care 
coordination, independent evaluations, parent/family donations) services. Furthermore, 
the model’s emphasis on community partnerships and having Coordinators connect 
students to all available resources ensured that practitioners, regardless of profession, 
were continuously updating, adding, and maintaining a comprehensive list of school- and 
community-provided services. This practice may account for why there were no 
differences in the service provider of referral practices, with the intervention once more 
encouraging Coordinators to adopt professional dispositions that reflected the City 
Connects practice instead of their more traditional professions.  
Altogether, it could be posited that the Coordinator role has the potential to push 
practitioners beyond the edges of their traditional areas of expertise and training, with 
both professions becoming more aware of, delivering, and connecting with more school-, 
community-, and Coordinator-provided services that cross developmental domains and 
intensity levels than in their previous roles. With context known to impact development 
(Bronfenbrenner, 2005; Walsh et al., 2002; Werner, 1967), it is important that the model 
encouraged bridging the gap between students, their families, and the contexts they live 
in by taking advantage of the rich resources that already existed at the school and local 
levels. In brief, the roles of both the school social worker and school counselor appear to 
have been broadened by the City Connects model, resulting in a wider and more diverse 
continuum of service providers and outreach in order to best address the unique needs of 
each and every student. The City Connects model essentially rendered the practice of 
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school social workers and school counselors almost indistinguishable because its training 
and practice were so rigorously implemented.  
Service Referrals within the Family Domain 
Though primary analyses found no practice differences based on profession, post-
hoc analyses demonstrated a significant impact of years of practice on service referrals 
within the family domain. School social work and school counseling Coordinators in 
their first year of practice were referring students to a significantly lower mean number of 
family services compared to Coordinators with three years of experience. This may be 
related to the fact that Coordinators in their first year of practice are still adjusting to and 
learning about model implementation. Furthermore, Coordinators with four or more years 
of practice were referring students to a significantly lower mean number of family 
services compared to those with two or three years of City Connects practice. This 
finding is in line with the literature that has found that more years of practice may be 
associated with decreased efficacy in intervention implementation (Brott & Myers, 1999; 
Kelly et al., 2015b; Scarborough & Culbreth, 2008; Sink & Yillik-Downer, 2001; 
Thompson et al., 2019). It may be that both school social work and school counseling 
Coordinators experience diminished competence in implementation after four or more 
years of practice, warranting a need for more targeted professional development in 
regards to family support for more advanced Coordinators.  
Alternatively, or in addition, it may also be hypothesized that more advanced 
Coordinators in their fourth or more year of City Connects implementation have already 
provided or referred services to the families who required them in Coordinators’ 
respective schools. As they have been working in the school for several years, 
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Coordinators may have reached out with supports to all families in need except for the 
small number of families of new students over the years. Moreover, this finding could 
also be interpreted as a reflection of increased efficiency, with more advanced 
Coordinators having become more methodical, strategic, and systemic in their referral 
practices by their fourth or more year, particularly within the family domain. 
Additional post-hoc quantitative analyses also indicated a discrepancy in self-
perceptions of Coordinators’ level of involvement in family support depending on 
profession. A significantly greater proportion of school social workers were self-
reporting more frequently performing responsibilities falling within the family domain 
compared to school counselors, specifically in regards to helping family members 
increase their involvement in their child’s education. Further analyses of the trends in 
service referrals within the family domain, though not statistically significant, determined 
that school social workers’ actual referral practices were congruent with their perceptions 
of increased work in the family domain. Fundamentally, school social workers’ 
perceptions of spending more time on family support tasks than school counselors were 
congruent with actual referral practices, as an examination of non-significant trends 
found that school social workers had both a higher percentage and higher mean number 
of family service referrals per school social work-trained Coordinator compared to school 
counseling-trained Coordinator. This discrepancy in family support work between the 
two professions is understandable when contextualized within the historical emphasis that 
school social work has placed on their role of working with families (Allen-Meares, 
2007; Kelly et al., 2015b; Phillippo & Blosser, 2013; Richard & Villareal Sosa, 2014).  
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Systematic and comprehensive interventions should be monitored to ensure that 
practitioners are implementing ISS models with fidelity and should also offer targeted 
trainings and professional development seminars to decrease any potential practice 
differences that may result from profession or years of practice. This discrepancy 
between practitioners also raises questions as to the impact of beliefs on the shaping of 
practitioners’ behaviors or practices, which future research could help further delineate. 
Future research should also examine efficiency of practices in integrated student support 
programs to determine if systemic interventions balance out the negative impacts of more 
years of practice as outlined in the literature for practitioners in more traditional roles 
(Brott & Myers, 1999; Kelly et al., 2015b; Scarborough & Culbreth, 2008; Sink & Yillik-
Downer, 2001; Thompson et al., 2019).  
Factors Associated with School Social Worker and School Counselor Perceptions of 
Impact and Satisfaction  
Interestingly and unexpectedly, the qualitative findings also provided further 
clarity into key factors associated with school social workers’ and school counselors’ 
perceptions of impact and satisfaction. Decreased self-efficacy and dissatisfaction are two 
intertwined factors that contribute to burnout (Gunduz, 2012; Hamama, 2012; Holman & 
Grubbs, 2018). Burnout results from exposure to chronic job stressors (Maslach, 
Schaufeli, & Leiter, 2001) and is comprised of three core domains: emotional exhaustion, 
reduced self-efficacy, and depersonalization (Maslach & Jackson, 1981). Student support 
professionals working in low-income, urban districts are at a higher risk of burnout 
compared to their counterparts in wealthier, suburban neighborhoods (Butler & 
Constantine, 2005). Considering the frequent burnout that both school social workers and 
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school counselors experience in their professional careers, it is critical to identify the 
factors that may help reduce this phenomenon. The qualitative data revealed specific 
components of the City Connects model that Coordinators frequently identified as 
influencing their impact and satisfaction in their current roles.  
To begin, Coordinators frequently mentioned how their current roles included a 
broader range of responsibilities than their previous, more traditional roles as school 
social workers and school counselors. Both school social workers and school counselors 
expressed feeling excited about the freedom and many new opportunities involved in the 
Coordinator role. The broadened range of their practice was associated with their 
perceptions of increased impact on students as well as their sense of satisfaction with 
their current roles. More specifically, the Coordinators frequently mentioned the City 
Connects model’s “whole child” approach as a critical factor in increasing their impact 
on students. With regards to what a “whole child” approach looked like in practice, 
further examination of the qualitative data found that Coordinators identified a 
comprehensive emphasis on the four developmental domains (e.g., academic, social-
emotional-behavioral, health, and family), an understanding and identification of the 
spectrum of risk (e.g., prevention/enrichment, early intervention, intensive or crisis 
intervention), a focus on out-of-school factors in addition to academic factors, a 
systematic and structured process that assessed and identified every student in the school 
building, and an assessment of strengths in addition to needs. Coordinators mentioned 
how they believed each of these components in this whole child approach increased their 
current impact and sense of satisfaction compared to their previous roles as school social 
workers and school counselors.  
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Paradoxically, the emphasis on wearing multiple hats and having a broadened 
range of responsibilities, in addition to contributing to Coordinators’ sense of satisfaction 
and increased impact on students, also led to feelings of being overwhelmed. 
Specifically, several Coordinators noted having difficulties managing key stakeholders’ 
expectations for the roles of the Coordinator with their own expectations. This struggle to 
integrate administrators’, teachers’, and other school staff’s expectations with the model’s 
and Coordinators’ own expectations regarding Coordinator roles and responsibilities led 
to feelings of being stretched too thin, underutilized, and/or overtasked. Though 
Coordinators more frequently expressed feelings of increased impact and satisfaction 
resulting from their broadened range of responsibilities, it is important for school leaders 
to note and address the challenges and feelings of being overwhelmed associated with 
managing role expectations in order to prevent burnout (Vullinghs, De Hoogh, Den 
Hartog, & Boon, 2020).   
Additionally, Coordinators frequently mentioned feeling more rewarded as a 
result of the highly interpersonal and collaborative nature of their positions. Both school 
social workers and school counselors identified a wide range and diversity of key 
stakeholders with whom they consulted and built relationships. Coordinators frequently 
wrote about how their roles allowed them to serve as points of connection between 
various adults in the building and the community, thus allowing them to increase their job 
satisfaction. Building connections between stakeholders both in and out of the school 
building and serving as a bridge between multiple contexts like home, school, and 
community organizations were seen as meaningful experiences for Coordinators. In 
addition to leveraging a team approach, increasing students’ safety nets, and ensuring that 
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all relevant contexts were informed of any potential issues or needs, the intervention’s 
utilization of collaboration and interpersonal connections with key stakeholders helped 
increase perceptions of both impact and job satisfaction. Ultimately, student support 
practitioner perceptions of positive social supports and connections at work can help 
serve as a protective factor, with research demonstrating the impact of negative 
interpersonal relationships at work on job stress and burnout (Portoghese et al., 2020).  
Coordinators also revealed challenges related to data and accountability practices. 
Though both school social workers and school counselors frequently mentioned data 
collection, entry, and analysis as consistent and important tasks they performed, some 
also expressed feeling overwhelmed by the amount of time data entry involved. However, 
despite the challenge that accountability entails, research has demonstrated how critical 
data collection and analysis are for practitioners, interventions, and systems alike 
(Astramovich, 2017; Richard & Villareal Sosa). Data allows for programs to identify 
gaps, monitor progress, and understand outcomes (Astramovich, 2017; Richard & 
Villareal Sosa). Indeed, the Coordinators who mentioned the time commitment to 
accountability practices as challenges were also able to acknowledge the importance of 
data entry to track progress and inform next steps to serve the greater goal of improving 
student outcomes. Moreover, the professions of both social work and school counseling 
have advocated strongly for their respective members to participate in data-based and 
evidence-based practice (Astramovich, 2017; Richard & Villareal Sosa, 2014). Balancing 
the data and accountability needs of the intervention with the time constraints of their 
roles will be critical to ensuring that the data portion of Coordinators’ responsibilities 
does not become a chronic stressor that leads to feelings of dissatisfaction.  
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Implications for Policy and Practice 
These findings have significant and important implications for policy and practice 
that apply to practitioners, school or district-level administrators, and state- and federal-
level officials. The main finding of this study is that student support practitioners, 
regardless of distinct professions and training backgrounds, are implementing an 
evidence-based, systemic student support practice model in similar ways. It could be 
hypothesized that a theory- and evidence-based, comprehensive, and integrated student 
support intervention with effective training and professional development, in the context 
of accountability and fidelity processes, can reduce most differences in implementation 
that may arise from professional background and bolster perceptions of increased impact 
and satisfaction – at least for these two similar, but not identical, professions. This 
reduction in practice differences between school counseling and school social work may 
have occurred through the internalization of professional dispositions endorsed by the 
City Connects intervention, a process that is catalyzed and reinforced through the 
rigorous training, continuous professional development, and ample opportunities for 
Coordinators to receive and integrate feedback into their daily roles and practices.  
Implications for Policy 
Policy implications include the continued advocacy of the implementation of 
multi-tiered approaches like ISS models to support the non-academic and academic needs 
of students living in poverty. Findings make clear that school social workers and school 
counselors implementing a programmatic, comprehensive practice model perceived their 
work and impact to be greater than their impact when working previously in more 
traditional and profession-specific roles. When examining the data more closely, 
 151 
Coordinators emphasized the model and its “whole child” approach (assessing and 
supporting all developmental domains and risk levels), ability to build relationships with 
multiple stakeholders across diverse settings (school, community, family), and systemic 
structure and processes. All of these findings create a compelling argument for the 
development and implementation of integrated student support models that contain the 
aforementioned components, with school social workers and school counselors in 
especially strategic and optimal positions to implement ISS models as both fields 
continue to make the shift towards systemic and comprehensive practices. In fact, the 
findings from this study support the utilization of both school social workers and school 
counselors in the implementation of ISS models, as a codified, evidence- and theory-
based, systemic intervention has been shown to render two distinct professions essentially 
interchangeable.     
Implications for Practice 
The study also offers valuable insight into practice implications, specifically in 
regards to the adoption and internalization of professional dispositions. Overall, the 
rigorous training, structure, and model components offered by the City Connects 
intervention could help explain the lack of difference in ISS implementation between 
school social workers and school counselors, in terms of both their actual referral 
practices and perceptions of their roles and impact. The lack of observable difference in 
their practice is most likely not all that surprising in light of the large overlap in the more 
general practice of their respective professions. However, the training in City Connects 
practice appeared to reinforce this overlap and minimize differences. To elaborate, the 
numerous and structured opportunities to receive codified professional development, 
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supervision, and training helped ensure accountability of practices and implementation 
fidelity, which eased the process of the internalization of professional dispositions that 
reflected the City Connects model. The internalization of City Connects professional 
dispositions could be seen when Coordinators, regardless of profession, expressed having 
a broader range of responsibilities in their current roles as Coordinators implementing the 
City Connects model compared to their previous professional experiences working more 
traditional roles as school social workers and school counselors.  
Coordinators also reflected on how the City Connects model increased their 
insight on factors impacting student success and their knowledge of each of their 
students, leading them to integrate this newly gained awareness to inform their next steps 
and change their practice. In other words, beyond the actual components of the City 
Connects model outlined in the training and Program Manual that resulted in practice 
changes, the model also catalyzed changes in Coordinators’ mindsets. It could also be 
that ISS models like City Connects influence cognitive changes as well as behavioral 
changes, evening out any differences that may arise between practitioners from different 
training and professional backgrounds while providing a structure that enables a greater 
level of impact on students. 
Moreover, though Coordinators were overwhelmingly similar in their practices 
and perceptions, post-hoc analyses demonstrated that both number of students served and 
number of years of practice (with the exception of the family domain) did not 
significantly impact referral practices for Coordinators. It could be speculated that the 
systemic nature and comprehensive practice of an ISS model provides a structure for 
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student support that reduces the differential effects of both number of students served and 
number of years of practice on efficacy and practice outcomes.  
The qualitative findings also revealed that managing the conflicting expectations 
of the role between Coordinators and other key stakeholders (e.g., principals, teachers) 
was a challenge for some Coordinators. Coordinators reported difficulty managing 
competing expectations regarding their specific job responsibilities (e.g., principals might 
sometimes call on them to cover bus or lunch duty). Though the City Connects model 
provides clear guidance regarding their duties and expected responsibilities, Coordinators 
noted demands from administrators and teachers that distracted from their core tasks. It 
should be noted that student support staff in traditional roles have historically had 
difficulty with implementing their role as intended because of the demands of 
administrators who need multiple roles outside of the classroom filled with the few staff 
who do not already have classroom responsibilities (Fye, Bergen, & Baltrinic, 2020). 
This reflects a need to help ISS staff (i.e., school counselors, school social workers) 
negotiate their roles with administrators and other key stakeholders so that there is a 
mutual understanding of both core and supplementary tasks. For example, the City 
Connects model’s implementation team developed and continuously updates a Program 
Manual that offers a clear timeline of completion of tasks, as well as further guidance and 
clarification on Coordinator roles, tasks, and City Connects core processes for 
Coordinators to reference throughout the academic year. The development and 
enhancement of a manual like the City Connects’ Program Manual that outlines core 
tasks, processes, and expectations in line with practitioner roles may help practitioners 
implementing ISS models better communicate their responsibilities to key school staff 
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and stakeholders. This finding also suggests a strong need to work with administrators, 
including superintendents and most critically principals, to explain the role of ISS staff in 
their schools.  
Another practice implication includes emphasizing and streamlining data and 
accountability practices. Continuous data collection and analysis are critical to 
guaranteeing implementation fidelity and intervention outcomes, so that school 
counselors and school social workers can demonstrate, record, and monitor their acquired 
skills as well as student outcomes (Anita & Carol, 2015). However, Coordinators 
reported mixed feelings regarding the time required to input and monitor the data, though 
they also simultaneously recognized its importance. This finding has important 
implications for schools and programs to find a way to personalize data systems to school 
needs and to streamline data collection, entry, and analysis. After the data from this study 
was collected, the City Connects evaluation team, composed of intervention experts and 
statisticians, rebuilt its database system to make data entry more intuitive and less time-
consuming for Coordinators. The design of this new system relied heavily upon 
Coordinator input and allowed Coordinators to customize data reports to school needs. 
The creation of an evaluation team like City Connects’ can help optimize data 
accountability practices, streamline data analysis, and present the collected data in a 
manner that is clear, concise, and understandable, so that practitioners, administrators, 
policy makers, and researchers are able to continuously and more efficiently monitor 
implementation fidelity and effectiveness.  
Taken altogether, the findings provide important policy and practice implications 
for how all practitioners, including school social workers and school counselors, can 
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more effectively internalize and implement a standardized practice and ISS model of 
student support within their school buildings. With these learnings in mind, both the 
school social work and school counseling fields can more successfully respond to the 
calls for, and increase their roles in, more systemic and multi-tiered student support 
practices.  
Limitations and Future Research 
 The strengths of this study included a comprehensive and rigorous mixed methods 
research design that blended both quantitative and qualitative approaches, including 
robust quantitative statistical analyses (MANCOVA, independent t-test) and an iterative 
and intensive qualitative content analysis of detailed written reflections provided by 
school social workers and school counselors implementing the same integrative student 
support model. Additionally, triangulating the data allowed for a thorough interpretation 
of the findings, with the qualitative data providing key insights that deepened the results 
of the quantitative analysis. Post-hoc analyses provided a tertiary data source and 
additional rigorous quantitative analyses (MANOVA, Fisher’s Exact, Fisher-Freeman-
Halton) for further exploration of the actual and perceived roles of Coordinators. 
Utilizing multiple forms of data helped to better understand the experiences of school 
social workers and school counselors working in non-traditional professional roles and 
implementing a systemic student support model. The use of multiple datasets with 
diverse samples also ensured that the City Connects intervention was comprehensively 
considered, with results accurately representing the model. In line with this, all schools 
included in this study served majority low-income students, with a wide diversity of 
locations and contexts that helped increase the transferability of the findings.  
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The use of qualitative data from a pre-existing reflection exercise not designed 
specifically for this study led to one limitation. Future research should include tailored 
surveys or semi-structured interviews of Coordinators, which would be able to provide a 
more nuanced and in-depth perspective on the experiences of school counselors and 
school social workers as they implement the intervention, as opposed to relying solely 
upon open-response qualitative data. These surveys or interviews should also seek to 
better understand the pre-existing tendencies and dispositions of school counselors and 
school social workers and their perceptions of how they may or may not have changed as 
a result of the City Connects model. Additionally, due to the anonymity of the study data, 
the qualitative responses on perceptions could not be directly linked to individual 
Coordinators and their respective quantitative data on actual implementation practices. It 
may also be of interest to examine the experiences and practices of school social workers 
and school counselors implementing school-based, systemic models other than the City 
Connects intervention. Despite these limitations, this dissertation is a pioneer study - it is 
the first to be able to directly compare the practices and experiences of school social 
workers and school counselors, particularly within the context of the same intervention. 
Future research can leverage the findings from this study to seek further depth and test 
additional hypotheses regarding the utilization and experiences of these two distinct 
professions.  
Conclusions 
This study demonstrates that rigorous, codified ISS programs like City Connects 
have the potential to reduce practice differences between, and increase perceptions of 
impact and satisfaction (two factors associated with burnout) of, student support 
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professionals (e.g., school social workers and school counselors) working in high-
poverty, urban schools. Findings did not support the hypotheses that school social 
workers and school counselors would differ in the implementation of a codified, school-
based integrated student support model. In fact, school social workers and school 
counselors referred students to services in similar ways across all developmental 
domains, intensity levels, and service providers, regardless of the number of years of 
practice and the number of students served. The continuous and rigorous onboarding, 
training, professional development, and emphasis on collaboration served as critical 
processes that allowed for a shift in professional dispositions from that of traditional 
school counseling and school social work to a professional disposition that more 
accurately reflected the Coordinator role in the context of the same integrated student 
support model.   
Follow-up qualitative analyses sought to understand the similarity in referral 
practices and found that Coordinators, regardless of profession, believed the City 
Connects model increased the range of their responsibilities and impact on students 
compared to their previous, more traditional roles as school social workers or school 
counselors. Coordinators specifically identified the Whole Class Review and 
comprehensive, systematic, consistent structure of the City Connects model as critical 
components that led to Coordinators’ perception of having an increased impact on 
students compared to their prior, traditional roles as school social workers and school 
counselors. Perhaps most importantly, Coordinators observed that City Connects’ “whole 
child” approach increased their and other student support professionals’ insight into the 
factors that impact children, such that these cognitive shifts led to shifts in their practice 
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and follow-up with students. Additionally, the qualitative analysis revealed that the 
highly interpersonal and collaborative nature of the Coordinator role was an important 
factor that Coordinators associated with their perception of increased impact and job 
satisfaction. Coordinators also identified specific challenges to model implementation, 
including having difficulties managing conflicting expectations of the Coordinator role 
and feeling overwhelmed by the amount of time tracking individual student information 
took. 
Post-hoc quantitative analyses found that Coordinators in their first and fourth or 
more year of practice were referring students to a significantly lower mean number of 
services compared to Coordinators in their second or third years of practice, regardless of 
profession. Further exploration found that school social workers were self-reporting more 
frequently helping family members increase their involvement in their child’s education 
compared to school counselors. Though not statistically different, an examination of 
actual referral practices in the family domain was congruent with this self-perception, 
with school social workers referring students to a higher mean number and percentage of 
family services compared to their school counseling counterparts. 
In summary, the results from the three quantitative research questions exploring 
the relationship between profession and developmental domain, risk intensity level, and 
service provider of referred services were all congruent with the findings from the 
qualitative research question seeking to understand Coordinators’ self-perceptions of 
their roles and responsibilities. The findings from the primary analyses were also 
congruent with the post-hoc quantitative analyses that allowed for further exploration of 
profession and the covariates of number of students served and number of years of 
 159 
practice, and their impact on referral practices. The integrated findings from this 
sequential explanatory mixed methods study provide important practice and policy 
implications for how all student support professionals can more effectively and 
successfully make the shift towards the implementation of standardized, comprehensive, 
and multi-tiered models of student support within their respective school buildings. Based 
on the results of this study, it could be theorized that the implementation of a theory- and 
evidence-based, comprehensive, and systemic integrated student support model like City 
Connects has the potential to enhance student support practices, reduce practice 
differences, develop and shift professional dispositions, encourage mindset shifts, and 
increase perceptions of impact and job satisfaction - at least for these two similar, but not 
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2017-2018 City Connects Coordinator Assessment  
The annual City Connects Coordinator survey is part of the ongoing formative evaluation 
of City Connects. Each year the evaluation produces helpful feedback on the program. 
The data we collect also gives the program a chance to find out what the implementation 
team needs to know from Coordinators. 
 
Veteran Coordinators will notice that some of the questions are similar to those asked in 
the past, while others are different. Repeating some questions allows us to track change 
over time and new questions help us explore other areas. 
 
For details on the purpose, confidentiality protection, and procedures please click NEXT 
(>>). 
 
Informed Consent for Participation in City Connects Evaluation Study 
You are being asked to participate in a survey regarding the effectiveness of City 
Connects. You were selected as a possible participant because of your close work with 
the City Connects intervention. We ask that you read the information provided on this 
screen and ask any questions that you may have before agreeing to be in the study.  
 
The purpose of this study is to evaluate the City Connects program by identifying the 
strengths of the intervention as well as areas that could be improved. Participants in this 
study are from City Connects schools or partnership agencies. If you agree to be in this 
study, we would ask you to participate in a 15- minute online survey including questions 
about the current functions of the intervention, the strengths of the program and any 
improvements you would recommend. There are no reasonable foreseeable (or expected) 
risks. There may be unknown risks. The purpose of the survey is to continue to improve 
what City Connects is offering to the students, families, schools, and community 
agencies. There is no cost to you to participate in this research study, and there is no form 
of payment for your participation.  
 
The records of this study will be kept private. In any report that we may publish, we will 
not include any information that will make it possible to identify a participant. Research 
records will be kept in a locked file. All electronic information will be coded and secured 
using password protection. The surveys will be coded and will leave out any identifying 
information. Access to the records will be limited to the researchers; however, please 
note that regulatory agencies, and the Institutional Review Board and internal Boston 
College auditors may review the research records.   
 
Your participation is voluntary. If you choose not to participate, it will not affect your 
current or future relations with Boston College or City Connects. You are free to 
withdraw at any time, for whatever reason. There is no penalty or loss of benefits for not 
taking part or for stopping your participation.   
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The researcher conducting this study is Dr. Mary E. Walsh. For questions or more 
information concerning this research you may contact her at walshhur@bc.edu. If you 
have any questions about your rights as a research subject, you may contact: Director, 
Office for Research Protections, Boston College at (617) 552-4778, or irb@bc.edu 
 
Please note that this survey is in no way an evaluation of you. All responses will remain 
confidential; meaning identifying information will not be associated with survey 
responses during analysis or reporting.  Your participation is voluntary and you may stop 
at any point. We appreciate your time and thoughtfulness in completing the survey. 
Thank you for participating. 
 
The Boston College IRB has approved this protocol through (insert new approval 
date here). 
 
If you consent to participating in this study please click the NEXT (>>) button to 
proceed. 
 
Which school district do you work in? 
• XX – XX Public Schools 
• XX – XX Catholic Schools 
• XX – XX Public Schools 
• XX – XX Public Schools 
• XX – XX Public Schools 
• XX – XX Catholic Schools 
• XX – XX Public Schools 
• XX – XX Catholic Schools 
• XX – XX Public Schools (XX & XX) 
 
Section 1. Demographics 
1. How many years have you been a City Connects Coordinator? 
a. This is my first or second year as a Coordinator. 
b. This is my third (or more) year as a Coordinator. 
 
2. Which best describes the school (or students within a school) you work with?  
a. Elementary (preK-5 or preK-8) 
b. Middle School (grades 6-8) or High School (grades 9-12) 
 
3. Which best describes your professional training? (forced response) 
a. Mental Health Counselor 
b. School Counselor 
c. Social Worker (e.g., MSW, LSW, LCSW) 
d. Other [text box] 
 
Section 2. Satisfaction  
Please rate City Connects on the following dimensions of job satisfaction.  DO NOT rate 
the school you work in or the principal(s) at your school on the following questions. 
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1. In general, how satisfied are you in your role with City Connects? (Multiple 
choice format: Very Satisfied, Satisfied, Dissatisfied, Very Dissatisfied) 
a. Text box, “Please elaborate on why you made this selection” 
 
2. How likely would you be to refer a colleague to a City Connects school as a good 
program to work with? (Multiple choice format: Very Likely, Likely, Unlikely, 
Very Unlikely) 
 
Section 3. Coordinator Role 
1. In general, how much of your time is devoted to City Connects core program 
responsibilities such as: (4 point Scale: ”A great deal of my time, Some of my 
time, Not much of my time, Very little time at all) 
a. Whole Class/Whole Grade Review Process 
b. Student Support Team  
c. Connecting students to services 
d. Working with community partners 
e. Record-keeping (e.g., SSIS) 
 
2. In general, how much of your time is devoted to the following City Connects 
school and citizenship responsibilities such as: (4 point Scale: A great deal of my 
time, Some of my time, Not much of my time, Very little time at all) 
a. Providing coverage for school staff members  
b. Arrival, dismissal, and playground duty 
c. Behavior management with individual students 
d. Attending school meetings and participating on school committees 
 
Section 4. Student Support 
1. On average, how many times did you meet with a teacher or team to complete one 
Whole Class/Whole Grade Review apart from any pre-Whole Class/Whole Grade 
Review meetings? 
a. 1 time 
b. 2 times 
c. 3 times 
d. 4-5 times 
e. 6 or more times 
 
2. Please estimate the percentage of information you use to tailor services that comes 
from teacher knowledge of the student and what percentage comes from your 
knowledge and/or research on the student (e.g., conversations with the nurse or 
families)? (Must add up to 100%) 
a. Teacher: % 
b. City Connects Coordinator: % 
 
3. Have you encountered barriers to adequately meeting student needs? (Yes/No) 
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a. Open-response, only visible for those who said “yes”: What are the 
barriers? 
 
Section 5. Community Partnerships 
1. Are you the main contact for community partners in the school?  (Yes/No) 
 
2. How many new partnerships (beyond existing school relationships or partnerships 






e. More than 10 
 
Section 6. Health  
1. Above and beyond the Whole Class Review/Whole Grade Review and service 
referral processes, how involved in health are you in the following ways at your 
school (Very Involved, Somewhat Involved, Somewhat Uninvolved, Not Involved 
at All): 
a. Programmatic level (e.g., school-wide health initiatives and projects, like 
health classes) 
b. Individual student level (e.g., addressing health and wellness through 
individual work with students) 
 
2. Please indicate whether you have been involved in addressing the following 
health-related issues in your school this year:   
Bullying and victimization among students Yes, No 
Social competence among students Yes, No 
Students’ physical health and well-being (e.g., dental, vision, 
allergies and asthma) 
Yes, No  
Students’ ability to make healthy choices and decisions for 
themselves 
Yes, No  
Students’ healthy eating habits Yes, No 
Students’ physical activity levels Yes, No 
Students’ nutrition knowledge Yes, No 
 
Section 7. Family Support  
1. Is there a family or parent coordinator at your school? (Yes/No) 
 
2. Open-response: What other family supports (programs or personnel) are available 
in your school? 
 
3. Indicate how frequently you work with families in the following ways:  
Family Related Work Frequency (5 pt. Scale) 
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Serving as a point of contact for 
families in the school 
Daily, Weekly, Monthly, A couple times 
a year, Never 
Reaching out to families on behalf of 
the school 
Daily, Weekly, Monthly, A couple times 
a year, Never 
Supporting teachers in having 
difficult or sensitive conversations 
with families 
Daily, Weekly, Monthly, A couple times 
a year, Never 
Connecting families to services (e.g., 
translation, housing, transportation) 
Daily, Weekly, Monthly, A couple times 
a year, Never 
Making it easier for families to 
become more involved in their child’s 
education 
Daily, Weekly, Monthly, A couple times 
a year, Never 
Other:  [text box] Daily, Weekly, Monthly, A couple times 
a year, Never 
 
Section 8.  Professional Development  
1. How satisfied are you with the professional development you received over the 
past year? Very Satisfied, Satisfied, Dissatisfied, Very Dissatisfied 
Professional Development Category 4 point scale 
Professional development in general at City 
Connects 
Very Satisfied, Satisfied, 
Dissatisfied, Very Dissatisfied 
Initial introduction to the City Connects 
model (e.g., August Institute, Induction 
sessions) 
Very Satisfied to Very 
Dissatisfied 
Professional development received through 
Canvas (e.g., webinars, self-service 
materials, or trainings) 
Very Satisfied to Very 
Dissatisfied 
Group professional development sessions 
held in-person with your Program Manager 
at your district site 
Very Satisfied to Very 
Dissatisfied 
One-to-one professional development with 
your Program Manager (observations and 
feedback, supervision meetings, etc.) 
Very Satisfied to Very 
Dissatisfied 
 
2. Open-response: What other types of professional development would you like to 
receive? 
 
3. How useful have you found the Practice Manual?  
a. Very useful 
b. Somewhat useful 
c. Not very useful 
d. Not useful at all 
 






d. A couple times a year 
e. Never 
 
5. Open-response: What skills would you like to develop more through professional 
development? 
 
Section 9.  Program Manager Support 
1. Which types of one-to-one Program Manager support have you found most 
beneficial in the past year (check all that apply)? 
a. Face to face supervision meetings 
b. Phone call supervision meetings  
c. Discussions during in-person professional development sessions  
d. Coaching and conversations apart from those described above 
e. Feedback after Whole Class/Whole Grade Review observation 
f. Feedback after ISR observation 
g. Modeling of City Connects practices 
h. Focused support (e.g., emergency help around crisis situations) 
i. Other: [text box] 
j. None of these apply 
 
Section 10.  Additional Feedback   
1. Open-response: Please provide feedback on anything we did not ask that you 
think is important for us to know. 
 
Completing the Survey 
   
To submit your responses, please click the Next button below (">>"). 
 
Thank you for your time and effort! You will receive an email confirming your 
completion of the survey. 
 
 
 
